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ABSTRACT
A Study of Pre-College Psychology from a
Social Studies Perspective
September 1978
Dennis O'Neil, B.A., American International College,
M.Ed.
,
University of Massachusetts, C.A.G.S.,
.University of Massachusetts, Ed.D.,
University of Massachusetts
Directed by: Professor Albert S. Anthony
There is general agreement in the field of social
studies that citizenship education is the primary curri-
culum objeccive. In the past, various conceptual frame-
works have been developed to accomplish this objective,
but none of these has gained wide acceptance nor have
they proven to be successful.
The lack of agreement on a definition of what social
studies is has not only added to the confusion; it has
also allowed high school psychology to become one of the
fastest growing and most popular social studies electives
with very little attention from social studies theorists.
As-
a
result, the content of the course has been established
to meet the goals of psychologists rather than the objec-
tives of social studies.
The approaches developed by psychologists for high
school psychology are not totally inconsistent with
the
vi
goals of social studies, but they lack the depth and focus
of problem solving in public policy issues and the infor-
mation from other disciplines to meet the citizenship
objective. The issue is further complicated by the current
use of moral education and values clarification which are
more issues of the psychology of education than of the
teaching of high school psychology.
A rationale for psychology as a part of the social
studies curriculum with citizenship education as the prime
objective involves not only a reexamination of the pro-
cess and content of social studies but also a reexamination
of the structure and atmosphere of the school as an insti-
tution. To accomplish the goal of citizenship education,
we need to teach students to solve problems from a multi-
disciplinary approach with the knowledge of human behavior
as a fundamental part of the social studies curriculum.
Although the multi-disciplinary approach has been
advocated before, it has lacked several components neccs
sary for its success. Earlier advocates of the approach
did not incorporate psychology into the curriculum and
failed to deal wit]} the process of change. There was
also inadequate provision for the study of problems in
an atmosphere which provides for the maximum transfer
of
It is the conclusion of this study that
• •vn
learning.
psychology must be included as a full partner in citizensh
education and that the characteristics of the competent
citizenship and the mature, mentally healthy individual
are much the same.
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CHAPTER I
DIVERSITY IN THE SOCIAL STUDIES
There are several factors which help to explain why
psychology has been ignored by social studies theorists.
First, history was and is the dominant content of most
social studies programs. Second, the conceptual frame-
works which have been developed and used to any wide ex-
tent are more suitable to history and to social sciences
other than psychology. Finally, the introduction of new
conceptual frameworks and the introduction of content
from some of the social sciences has caused an almost
constant ferment in the field of social studies. The re-
sult is that there is still no kindergarten through
twelfth grade curriculum which enjoys general acceptance
by social studies educators.
^
Most contemporary writers agree that two committees
of the American Historical Association provided the founda-
tion for the dominance of the social studies curriculum
by history. Social studies as it is known today did not
originate until 1916; prior to that time schools taught
history and geography almost exclusively. In 1899, the
American Historical Association's Committee of Seven
stressed citizenship education but prescribed a program of
1
2four years of history, with the addition of some civics
in grade twelve, as the means to train citizens. This
curriculum remained the basic model for secondary schools
until after World War I and, from 1899 until the present
day, the citizenship goal has remained as the primary
rationale for the inclusion of history and the social
sciences in the secondary school curriculum. In 1909,
the Committee of Eight developed an American history and
government curriculum for the elementary school and its
influence on seventh and eighth grade curricula carried
2
over into the junior high school.
In 1916 the term ’’social studies" was legitimized
by the Committee on Social Studies which was appointed
as a part of the Commission on the Reorganization of Se-
condary Education sponsored by the National Education
Association. The National Education Association Commis-
sion report of 1916 declared that history should no
longer be "the focal point of the curriculum which deals
with man and society."
3 The Commission quoted John Dewey
and declared that the social studies should meet the needs
of all students, not just the elite who would receive a
higher education. This report broke the hold the colleges
and universities had on the secondary curriculum, but,
in
the final recommendation, the Commission fell victim
to a traditional approach and recommended a
sequence
3of courses for grades seven through twelve that was
dominated by history with the addition of a little geo-
graphy and government at the twelfth grade. "Thus the
Committee, in effect, fastened on the social studies
noble and distinctive purposes trapped in the rigidity
of the subject.
"The key to the proposals of the Committee of Seven
and the 1916 Commission lay in their contrasting ration-
ales. Each conceptual framework and each rationale
cited citizenship education as its goal but the means
proposed to achieve it were very much alike. The differ-
ence between the Committee of Seven's rationale and the
one proposed by the 1916 Commission merits close atten-
tion because the issues which separated the two are still
with us. The Committee of Seven believed that citizenship
education could best be accomplished by teaching the dis-^
cipline of history. This would help students to acquire
a thinking pattern of "historical mindedness" which was
to carry over into their thinking on civic affairs. The
idea was that by learning to think like an historian the
student would develop a sense of "scientific thinking"
as well as the ability to see cause and effect relation-
ships. The 1916 Commission held to a different theory
of citizenship education, but, in the end, settled on
much the same means to accomplish its lofty aims.
4The Commission did, however, establish a curriculum
to which social science courses could be added and this
happened over the years following the report. But, in
spite of the addition of other social science courses,
the idea of social studies as a means to cultural trans-
mission was perpetuated and the disciplines were used to
inculcate students with proper patriotic values. As
Shirley Engle points out, "under the guise of teaching
history, government, economics and the like, we have
actually taught an incomplete, oversimplistic
,
and in some
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respects mythological version of America." This concept
of imparting the right values is still very much with
us today and is evident with even a casual glance at most
social studies textbooks.
Throughout our history the school has been used for
purposes of acculturation. In 1916 when the NEA Commission
report was prepared a major national goal was to "accultu-
o
rate" new Americans. At that time immigration and tech-
nology were profoundly affecting the demography of the
nation and the population gradually shifted from a rural
base to an urban centered population. Throughout this
period of time, the social studies area of the curriculum
was considered to hold a special responsibility for promot-
ing public policies of which the nation approved and for
condemning those which were considered harmful to the
5American way of life. Many state legislatures were also
convinced that good citizenship could result from the
study of American history and government and so mandated
the teaching of such courses or of specific topics such
as the American Constitution in the schools.
History was taught ostensibly for the purpose of
educating citizens, but the emphasis upon the memorization
of dates, battles and other factual details makes it appear
that knowledge was justified for the sake of knowledge.
The psychological foundation for the history curriculum
lay in the concept of mental discipline, that is that the
mind must be exercised through memorization and rote
learning. It was argued that an individual had to possess
a certain amount of specific knowledge if he was to be
considered an educated individual and was to function as
a good citizen.
The first real challenge to the mental discipline
concept and to the cultural transmission approach came
from the work of John Dewey and E.L. Thorndike both of
whom rejected earlier assumptions about how individuals
learn. The experiments conducted by Thorndike effectively
demonstrated that drill and training in the performance
of learning tasks does not improve the individual’s
ability to perform such tasks and that the reason some
individuals become good thinkers by studying subjects
6which require mental discipline is that good thinkers are
more likely to choose such subjects and do well in them. 10
The publication of Dewey’s How We Think in 1909 and Demo-
cracy and Education in 1916 provided a psychological and
philosophical foundation for the progressive theory of
education. In these works, Dewey contended that schools
should not benefit a particular class of children, that
learning results from an individual's insights about his
experiences and that reasoning cannot take place until
the individual perceives that there is a problem to be
solved
.
George Counts and Harold Rugg were two theorists
who applied the concepts of progressive education to the
social studies curriculum. In a complete and radical re-
jection of the cultural transmission view and of the pat-
riotic function of American history, George Counts criti- _
cized the schools for class bias and believed that they
should become a means for the reform of American society.
Rugg did not share the socialist views of Counts, but he
too rejected the cultural transmission view of social
studies and his text series was attacked as unpatriotic
and dangerous to American youth. His texts incorporated
the social sciences in a sweeping study of the problems
of living in a technological and industrial society; some
of the problems he identified were: 1) bigness and
7interest in the accumulation of things, 2) ’the increased
speed and tension of life, 3) the rising demand for ser-
vice and efficiency, 4) the demand for immediate profits
and the accompanying waste, and 5) the supremacy of the
businessman at the expense of the artist who has been sub-
merged.^^ Because the texts did not serve a nationalistic
purpose, they were never widely accepted. Rugg echoed the
views of Dewey that the school has a major role to play
in citizenship education and that a good citizen is "a
serviceable member of society.” For both Dewey and Rugg
the purpose of public education is to provide the society
12
with intelligent and responsible citizens.
While the progressive education movement produced a
new conceptual framework to challenge the cultural trans-
mission approach, there is little evidence that it had a
major and lasting impact upon most school curricula. In
some places, the traditional curriculum was maintained in
tact while in others the progressive influence was strong.
In most places, however, there were some new courses added
to the traditional framework without much thought about
their philosophical implications. Major studies of
social studies curricula in the early 1960’s showed that,
in spite of the efforts of the progressives, the
course
patterns in most social studies departments substantially
resembled those recommended by the 1916 NEA Commission.
8In 1955, with the publication of Teaching High
School Social Studies
, Maurice Hunt and Lawrence Metcalf
took the reflective thinking model of Dewey and established
it as the basis for a social studies curriculum framework.
Advocating a problem solving method which used the know-
ledge of the social sciences, they sought to have students
"acquire a store of tested social theory or a body of
principles relevant to contemporary social issues and
14beliefs." To accomplish their aims, they would have
students concentrate their study on those areas of society
which are "closed," that is, which are saturated with
prejudice and taboo. According to Hunt and Metcalf, be-
havior in any of the closed areas of society is full of
inconsistencies and contradictions."^
The assumptions of this approach are that democratic
values should be fostered by the educational system but
that, at the same time, those areas which have significance
for most of the members of the society should be examined
if genuine democracy is to be preserved. Reflection upon
the values of society in the light of social science
theory leads one to be a better citizen because one is
better able to examine facts and allow reason, not emotion,
to rule. For Hunt and Metcalf, the individual needs first
to examine the facts of a situation and then apply what
tested knowledge social science can supply to the facts;
9from this, the individual should be able to make a
generalization about the proper course of action.
The Harvard Project " j ur isprudent ial" approach
developed by Donald Oliver and James Shaver added a sub-
jective component to the objective, rational approach of
Hunt and Metcalf. It requires students to bring their
own values into question in the discussion of public
policy issues. The "jurisprudential" approach assumes
the dignity and worth of the individual and places these
values as essential to a democracy. In student discussions,
the dignity and worth of the individual are considered in
terms of the values each student possesses."*"^
Both Hunt and Metcalf and Oliver and Shaver acknow-
ledge the conflict in American values pointed out by
Myrdal in his work The American Dilemma . Myrdal points out
the conflict which exists between the stated American
"creed" and the actual behavior of Americans as citizens.
For Hunt and Metcalf, this conflict in values is one of
the "closed areas" of our society which requires examina-
tion. Oliver and Shaver would use their discussion method
to get students to recognize the conflict.
One significant area of agreement between Hunt and
Metcalf and Oliver and Shaver is their emphasis on the
reflective thinking process outlined by Dewey. Both of
these approaches teach students to think and to judge
10
problems in a specific manner, but, unlike the cultural
transmission school of thought, only in that sense do they
indoctrinate the student. As Fred Newmann, a Harvard
Project protege of Donald Oliver, states
we candidly recognize our faith that the best way to
approach the resolution of social controversy is
through rational discussion. In this sense we do
'indoctrinate' the student to use a particular
analytical approach to reach his own position on
social issues.
The process of analysis does not have to be rigid or
narrowly defined, however. As Hunt and Metcalf have
stated
A teacher has no right to insist that students use
as criteria only those that the teacher approves and
holds. To do this would open the door wide to in-
doctrination, and undermine the problems approach
as we have defined it. A teacher can insist, as
would any other scholar, that students use criteria
consistently, and relate their criteria back to a
philosophy to which they subscribe. Obviously
students need not all subscribe to the same phil-
osophy. °
Teaching the student to develop and recognize his own
phil osophy and to act and think in a manner consistent
with that philosophy is more important than the content
that the teacher uses to develop the thinking process.
On its face the reflective thinking approach seems
infinitely sensible and acceptable. The only problem
with it is that the impact on the student of rational and
orderly discussion may be less formative than the unplanned
11
and often irrational behavior the student witnesses or
experiences in the school environment. Shirley Engle
points out that the school as a whole is even "more
powerful in belief formation than are the more abstract
and highly verbal experiences constituting the formal con-
tent of learning in the classroom ." 19 The day to day de-
mands of the school are very much a part of the total ex-
perience that the student will remember upon leaving
school. The social studies generalizations, facts and
discussions may never penetrate as deeply as the experi-
ential aspect of the student's life. This may be one
reason why so many surveys have shown that students re-
tain very little of what they have been taught in social
studies courses.
One reason that the curriculum approaches developed
by the progressives and by Hunt and Metcalf and Oliver
and Shaver have not been widely adopted in American schools
is the autocratic nature of the school as an institution.
In an atmosphere where control is important, the more
traditional subjects of chronological history and simpli-
fied social sciences are safer for teachers to deal with.
The problems approach and the jurisprudential approach
encourage students to question the values of their community
and may well encourage them to question the lack of justice
12
within the school itself. Also, since most teachers are
trained in specific disciplines in college, they tend to
revert to the familiar organization of history and the
social science disciplines rather than to encourage their
students to think about and challenge the prevailing social
beliefs of the community.
Five years after the publication of High School Social
Studies Jerome Bruner published The Process of Education
.
With the shock of Sputnik and with critics such as Conant
attacking the ineffectiveness of education, the political
and social climate was ripe for change. The federal govern
ment funded the mathematics, science and social studies
projects and new curricula were developed. Bruner’s work
provided the theoretical foundation upon which many of
the new curriculum projects were developed. The basic
tenet of this approach, discipline structure, rested in
the claim of Bruner that any child could be taught the
concepts of science, mathematics and social science if
they were simplified appropriately. Advocates of this
approach argued that students needed to learn how to think
in the same manner as the practitioners of the discipline.
In some ways the discipline structure approach is
similar to what the historians on the Committee of Seven
advocated in 1899. The content is determined by the
experts in the field and the same leap of faith is made
to
13
justify the effectiveness of the curriculum in the education
of civic behavior. As Keller points out, when students
understand "how historians and social scientists go about
their work, then, hopefully, they will develop democratic
attitudes for themselves; then, hopefully, they will be-
come good citizens." Or, as Bernard Berelson sums up
the new social studies position which emanated from sub-
ject matter specialists, the "scholars quite agree that
'preparation for responsible citizenship’ ought not be
used as a facade for 'how to do it' courses in the social
studies.
. .the scholar would naturally prefer his subject
to be presented for its own sake." The scholars see
knowledge of the disciplines as the best preparation for
responsible citizenship.
The significant difference between the cultural
transmission approach and the discipline structure approach
of the new social studies lies in the thinking process of
the student. In the cultural transmission approach memori-
zation and rote learning were the rule. In the discipline
structure approach the student is taught to think analyti-
cally. The importance of this aspect of the approach is
seen in the different values placed on content. In the
earlier approach, the content was imbued with the dominant
values of the culture; in the discipline structure approach
objectivity and the scientific method are emphasized.
14
The advocates of the reflective thinking and
jurisprudential approaches recognized early the differ-
ences between their views and those of the Brunerians and
questioned the validity of the discipline approach. Oliver
and Shaver identify two critical assumptions, namely that
it is possible to adequately identify the structure of a
discipline and that by providing the student with tasks
designed to "discover'’ this structure, he will be able to
2 3transfer the knowledge. These two assumptions reestab-
lish the leaders of the academic discipline at the college
level as the selectors of content; the teacher and the
student are receivers of a predetermined package of content
and process.
Although there has been tremendous interest in social
studies education and both private and government funds
have been expended to develop curricula, there still is no
conceptual framework which unites the different philosophic
cal camps within the field. Not only has there been con-
tinued diversity in the field since the new social studies,
but the effect of the new social studies on actual class-
room behavior appears to be minimal. "Although tremen-
dous amounts of both human and financial resources have
been poured into social studies curriculum reform during
the past decade, the impact on classroom piactices has
been limited ." 24 Or, as another writer describes the
impact of the new social studies, . .it had a minor
15
influence on some teachers and stimulated some changes in
? c:texts and supplementary materials by major publishers."
With the cutting off of funding for curriculum pro-
jects, the introduction of new content in social studies,
for example, law related education, career education, moral
education and ethnic and minority studies, has occurred
without any substantial consideration of the overall
social studies curriculum. These new courses lack any
sequential link to other courses in the social studies
curriculum and, although they make reference to the goals
of citizenship education, no comprehensive attempt is
made to justify their content or process in a program of
citizenship education. Like many of these new courses,
psychology has been added to the list of electives in
many social studies programs with no consideration of its
purpose or of the rationale for determining the content
of the course.
At this point some major change would have to occur
to unite the social studies field. Since such an occur-
rence is unlikely, it is, perhaps, more realistic to
attempt to justify what it is we are doing and how we in-
tend to measure our success in terms of citizenship
educa-
tion. What is needed is more specific concern
for the
needs of students in relation to their roles
as citizens.
One critical decision to be made is whether
we consider
16
the student as a citizen of the present or whether we
consider him to be a citizen of the future.
Most of the tradit ionalconcept s of social studies con-
sidered the student as a citizen of the future. This is
in keeping with the traditional historical and cultural
values of the nation. Today, however, these values, seem
to be changing. The Gault decision of the Supreme Court
opened the door to the application of the Bill of Rights
to juveniles and other decisions have expanded the rights
of students in areas of free speech, assembly, and reli-
gion indicating that we are dealing with a new concept of
the student's role as citizen. The emphasis, both in
the courts and in the legislatures, on the protection of
children from abuse and on the rights of children in
education would indicate that absolute rule over minor
children by parents and schools is changing in our culture.
If we examine the problems of citizenship education
in terms of what students need to know now as well as in
the future our perspective changes. While the courts
and the legislatures define the student's rights, it is the
home and the school which still must face the task of
teaching the responsibility which accompanies those rights.
Presently the school as an institution does not handle the
role of teaching responsibility. We preach what we think
it ought to be but we do little to allow students to
exercise free choice and to learn by experience the
consequences of their choices.
17
Michael Scriven states the case for a democratic
school most succinctly:
. .to say that the purpose of
education is to convert children to our way of thinking
is to say that the purpose of education is to deny them the
right of choice. It is to say we must abandon the princi-
2 6
pies of democracy in order to instill them." Fear of
ideas is incompatible with an educational system which
values the exploration of knowledge. Censorship of stu-
dents in exercising their rights and responsibilities
as citizens amounts to forbidding the exploration of any
other area of knowledge for fear that the student cannot
handle the challenge and must be protected from it.
The fear of open expression of ideas in schools has
its roots in the need for control and followed naturally
from the historic pattern of using schools to instill the
values of the culture. Friedenberg, in Coming of Age in
America
,
describes the extent to which schools go in order
to control students. Hall passes, locked restrooms and
a total lack of privacy are the norm. He concludes that
in such an environment students will learn
".
.
.as much
2 7
about civil liberties as a Missouri mule knows at
birth."
Shirley Engle pointed out in his presidential
address
for the National Council for the Social Studies
in 1970
f 1916 had set the goals for socialthat the NEA Commission o
18
studies in the tradition of John Dewey but that these goals
were never achieved because they became lost in the tra-
ditional content of the disciplines. The Commission set
as a goal for the field of social studies the responsibil-
ity for the civic education of all children and not just
of an elite group, that . .immediate need and utility
were to be the guiding principles” and that the subject
matter areas ought to ". . .unite among themselves to
determine how all such subjects could be made to contri-
bute most effectively to the purposes of secondary educa-
,,28
t ion
.
What has happened each time a major conceptual frame-
work in social studies has been developed is that it gets
lost in the content and structure of the traditional
academic disciplines. It is as though the lines of demar-
cation between disciplines are not just convenient arti-
ficial boundaries of knowledge created by man. The need
for students to credit an area of knowledge to the proper
discipline is as important to some as teaching the speci-
fic content and is the equivalent of justification of
learning for its own sake. Such a concept does not
recognize a difference between the role of the social
scientist in the field and the role of the social
studies
educator in the classroom.
To prepare students for the world of the
future, we
must consider how they will assess and evalute
information
19
if they experience the social sciences only as isolated
from each other. Students trained in this fashion will
not be able to put the information of several disciplines
together to form a solution to a problem. "A social pro-
blem requires that the citizen put together, from many
sources, information and values which the social sciences
treat in relative isolation. Thus in the social studies
29
the prevailing need is synthesis rather than analysis."
The social studies are not the "social sciences simplified
for pedagogical purposes" but are the tools from which
the conceptual generalizations for information on public
-
. ,
. ,
50
policy and problem solving are derived.
Another problem inherent in focusing on discipline
lines is that it tends to give young people a sense of
stability and orderly change, but the advance of technology
and knowledge is so rapid in today’s world that we
cannot
afford to let students believe that the old solutions
will
necessarily work for future problems. When the broad
conceptual approach to present problems viewed from
the
context of persistent human problems is brought
together
with a heavy concentration upon the discipline,
as is the
case in most of our schools, the
powerful, though hidden,
message is stability; the ’nothing-
is-new-under- the- sun
’
syndrome is imperceptibly and often
unintentionally taught
to students whose futures are tied
to significant
,
31
technological change.
20
According to Engle and Longstreet the role of the
school must change in this age of rapid technological
change. Rather than transmitting the values of the culture
the school must work toward ’’slowing down encul turat ion
and helping the student to attain as much intellectual
7 0
flexibility and open-mindedness as possible." Or, as
Massialas and Cox stated in the mid-1960’s, ". . .the
plethora of cultural alternatives which have emerged from
industrial and technological advances" will present the
student ’’. . .with a constant deluge of dilemmas and un-
33foreseeable consequences." If the school is to meet this
challenge, it must seriously question not only the curri-
culum but also the structure of the school in terms of
the life experiences it is providing for students.
We are faced with a very difficult task because we
can no longer be sure that what we present to future
teachers will even be accurate by the time they reach the
classroom. Through twelve years of elementary and second-
ary education students will experience the phenomenon of
man's knowledge doubling at least once, and pei haps twice,
as the pace of change accelerates. All of these factors
would seem to indicate that a change away from an emphasis
on content is needed and a use of content as a vehicle
for
teaching reflective thinking is in order. In effect,
both
teachers and students must become learners. They
must
21
explore together the problems facing mankind and bring the
most up-to-date knowledge to bear on the problems.
Another factor emphasized by rapid technological
change is the need for a clear perspective on values in
our public policy decisions. It is the obligation of the
social scientist to be as objective as possible in doing
research, but the citizen must be able to examine as well
the values underlying the alternative decisions. We are
living in an age where more and more of our decisions
require sacrifice for ourselves so that future generations
may have the resources to survive. To expect people to
make these sacrifices will require not only a sophisti-
cated understanding of the problem area but also a more
precise understanding of our behavior and that of others.
22
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CHAPTER II
HIGH SCHOOL PSYCHOLOGY: HISTORY
From the perspective of the contemporary high school
curriculum, psychology appears to be a relatively recent
innovation which has yet to be introduced into many of
the nation's secondary schools. It is possible, however,
to trace what are purported to be high school psychology
texts back as far as 1840 under such titles as Elements
of Mental Philosophy
,
but these early texts deal with
topics which might be more appropriately classified as
philosophy today. 1 By the 1890's, when psychology began
to develop into a full-fledged social science discipline,
titles such as Elementary Psychology, or the First Prin-
ciples of Mental and Moral Science for High, Normal, and
Other Secondary Schools and for Private Reading and Rudi-
2
mentary Psychology for Schools and Colleges appear.
Since many of the graduates of seminaries and academies
became teachers, it is likely that the psychology texts
of this era were geared to pedagogical considerations.
Although one can trace psychology texts back to the
1840' s, contemporary psychology curricula in
high schools
today are outgrowths of the pioneering efforts
of R.H.
Ojemann and T.L. Engle. Interest in high school
25
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psychology quickened in the 1930's; for example, the
Headmaster of the New London School in New Hampshire
writing in Progressive Education cited psychology as a
"subject which offers innumerable opportunities for making
the schoolroom a laboratory of life." 3 At this same time,
T.L. Engle was teaching psychology in an Indiana high school
and gathering data for the first edition of his text which
was published in 1945. In 1939 he published an article
in Clearing House describing the course and its objectives.
Of the issues which Engle raised in this article, three
are still pertinent: (1) Should psychology be taught in
the high school? (2) Should high school psychology courses
be a version of college psychology courses or should the
course deal with issues of life adjustment? (3) How should
the teaching of psychology be related to the programs of
the guidance department of the high school?
Ojemann, a contemporary of Engle, was working at this
time on a psychology curriculum for the elementary and
junior high schools. His premise was that students can
and should be taught about human behavior in the early
years of their lives.
4
He also argued that the schools
train from one generation to the next individuals who take
a "judgmental approach to behavior;" that is, most indivi-
duals are not trained to investigate deeper than the
surface for the causes of behavior.
27
A noncausal or arbitrary judgmental approach
emphasizes the outward or overt aspects of a given
action. For example, if a child takes something
that belongs to another child it may be viewed as
a violation of property rights, as detrimental to
society, and called stealing. Another approach
would suggest asking the child why he took the
article, what motive lay behind the actions, and
why he took the particular method he did for satis-
fying his motive. Using these data to determine
what response is required represents a causal
approach. 5
A number of years later, Ojemann developed a curriculum
to teach children what he calls a "causal approach" in
which the individual considers the unseen dynamics of
behavior in determining its causes and motives. 6
Although psychology does not seem to have gained a
significant place in the elementary school curriculum
thus far, at the secondary school level, the course has
continually gained in popularity. By 1950 psychology
7
was taught in 29 states. The enrollment in high school
psychology courses has increased from 12,000 students
in 1900 to 300,000 students in 1973.** Engle's 1960
study of high school psychology also documents a long
term steady increase in the introduction of high school
psychology courses. Of questionnaires sent to 390
schools, Engle's return rate was 64%. Of the schools
sampled, the introduction of psychology increased gradu-
ally from the period 1895-1900, when one of the schools
introduced its psychology course, until the pei iod 1946-
1950, when 49 of the schools introduced their psychology
28
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courses. The study also revealed growth in the class
size of psychology courses as well as an increase in the
number of psychology courses offered at each school.
Other studies of the nature and content of psychology
courses confirmed their popularity and have determined
that they were usually taught for one semester and assigned
social studies credit. There were also reports that school
psychology teachers and students favored an applied rather
than a scientific emphasis in course content.
Despite the quantity of literature amassed by the
early 1960’s on the number of schools teaching high school
psychology, psychology was virtually overlooked in the
post-Sputnik curriculum reforms which led to the new
social studies. Although the National Council for the
Social Studies referred in 1962 to social psychology as
a related field in the social studies curriculum, history
remained the chief concern of social studies educators.
1 *
Little explanation has been given as to why psychology
was not a part of the new social studies programs, but
one factor seems to be the hesitance of college level
psychologists to promote the teaching of psychology in
the schools. The new social studies was a program of
cooperation between the university experts in the disci-
plines and the secondary school educators and in
almost
every discipline in the social sciences, except
psychology,
29
the university experts were eager to gain entrance for
their disciplines into the school curriculum. The psych-
ologists took little or no initiative to gain funding for
curriculum development and the introduction of psychology
1
2
below the college level.
Philosophical Divisions in High School Psychology
The terms used to identify the philosophical divi-
sions in the literature are somewhat ambiguous and reflect
the diversity of opinion that exists within the discipline.
Some psychologists see the division as one which exists
between college level educators and pre-college level
educators of psychology. The college professors choose
to emphasize the importance of psychology as a science
while the high school teachers advocate the use of psych-
13
ology for self-understanding or mental hygiene.
From my examination of the literature, I would des-
cribe the issue as a difference over the sources of know-
ledge in psychology. One group tends to see high school
psychology as a scientific research course the main goal
of which is to teach that psychology is a science which
14
seeks to measure, predict, and control behavior. Other
psychologists are willing to deal with the subjective
nature of knowledge in an attempt to help the student
gain a better understanding of himself.
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John Bare sums up the polarity between the two
camps as follows:
Shall what be taught be knowledge of self or
knowledge of others, principles or applications to
personal and social problems, precision or signi-
ficance, hard or soft? Viewing the issues as
knowledge of self or knowledge of others, one sees
a problem unique to psychology; the subject is
both objective and subjective, and the explanation
for phenomena must be satisfying not only scienti-
fically but exper ientially . Psychology has been
^
trying to bridge these poles since its inception.
Bare’s analysis of the issues is consistent with the
literature on high school psychology. It must be kept
in mind that most of the literature on this subject is
written by psychologists and reflects their concern for the
discipline of psychology and not for the goals of secondary
education, the general goals of education, or, specifi-
cally, for the goals of social studies. For the educator,
psychology must become a means to accomplish some end in
the curriculum and not an end in itself. Thus, for pur-
poses of objectivity in the curriculum, all of the positions
in the discipline must be recognized and dealt with. The
issue that Bare sees as unique to psychology regarding
objective and subjective knowledge is one that confronts
all social sciences. The psychologist must deal
with the
diversity of Freudian psychology, behaviorism and
humanis-
tic psychology. The curriculum developer
must cope with
the fact that such diversity exists within
the discipline
or must circumvent it for reasonable,
purposeful goals as
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Mosher and Sprinthall have done in their guidance
curriculum
.
The difference is not simply a dispute between
college professors and secondary teachers, nor is it a dis
pute between psychologists and non-psychologists. Each
of these different perspectives enters into the problem
but the major difference lies in what kind of knowledge
one seeks and for what purpose one wishes to promote high
school psychology. The psychologist starts with the dis-
cipline and applies it to the school while the educator
starts with the objectives of education and takes that
part of the discipline which seems most likely to meet
these objectives.
George Miller sees the psychologist as having two
roles, one as a scientist, the other as a citizen. As a
scientist the psychologist is free to study problems that
promote new theoretical knowledge, but, as a citizen, his
role must encompass a broader concern for contributing
his knowledge to social problems and to issues of public
policy. Miller advocates that psychology be practiced by
non-psychologists and that the advancement ”of public
psychology by scientific psychology constitutes the most
direct and important application of our science to the
promotion of human welfare. Miller does not minimize
the scientific nature of psychology. The position he
identifies is one that persons in all fields of study
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confront; they must reconcile their responsibility to their
work and their responsibility as citizens and community
members
.
David W. Johnson expands upon the role of the psych-
ologist as citizen by advocating that psychologists take
an active part in policy formation and share responsibility
for the application of the findings of their research in
the same manner as any other scientist. Johnson cites
examples such as mental illness, criminal behavior and
rioting as problems in which the psychologists should be
active in the formulation of policies which apply the
knowledge of the discipline. Not all psychologists agree
on what should be done in these and many other areas of
public concern, but he argues that psychologists should
be willing to enter the public debate and contribute
their ideas to public policy issues. He concludes that
"a democracy flourishes upon debate concerning public
policy. It will be through the application of psycholo-
gical theory and research to social issues that hopefully
1
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a viable solution will be initiated and implemented.
The high school psychology teacher is more interested
in the application of knowledge and its relevance for
public policy than in furthering pure research. This does
not negate the need in psychology for empirical and
statis
tical research, however. The differences between high
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school psychology teachers and psychologists are not
issues of substantive philosophical difference over the
nature of the discipline. The issues involved are what
the content of a high school psychology course ought to be
and for what purpose it should be taught. If the content
of high school psychology ignored the expressed desire
of students to learn more about themselves and the world
around them then the educators on the secondary level
would be ignoring a need expressed by students and per-
ceived by teachers.
From the educator's point of view, the alternatives
are a high school psychology course in which the content
is designed to teach students how the various schools of
psychology study and research human behavior or a course
which is designed to accept that research as a starting
point and explore ways to apply the knowledge to issues
of public policy. Although the high school student and
the secondary school teacher are not linked with the pro-
fessional psychologist in the pursuit of scientific re-
search, there is a common bond in that all of them share
responsibilities as citizens in a democratic society.
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Course Objectives of High School Psychology:
an Historical Perspective
The objectives of high school psychology were
reported, measured and influenced for over thirty years
primarily by the work of one psychologist, T.L. Engle.
He began his career as a high school teacher who developed
and taught a course in high school psychology. Upon leav-
ing secondary education and entering college teaching, he
continued his interest in high school psychology and it
became a major part of his career. In thirty years he
published more than twenty journal articles on high school
psychology and his text, now in its sixth edition, has
sold over a million copies. According to many surveys it
is the text most commonly used by high school psychology
teachers. For these reasons a review of high school psy-
chology must include an examination of the work that Engle
has done in this field.
Engle’s 1939 article in Clearing House described the
course he had developed at Michigan City High School in
Indiana. His description of the course content and ob-
jectives suggest that the course was one which would com-
plement the guidance program of the school and would be
useful to the student in his daily life. The course con-
sisted of a basic introduction to the field of psychology
and its scientific nature and then covered topics
of inter
est suggested by the students. The similarity
between
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what Engle reports in this article and the contents of
the first edition of his text is striking. 19
The first edition of Psychology: Its Principles and
APP 11cations was published in 1945 by World Book Company.
In 1947, Engle reported a study that he conducted in which
students from six schools were asked to compare high school
psychology with other major school subjects. Given a list
of seven objectives, the students were asked to rank each
subject according to how well it met these objectives which
were contributions:
1. To my life as a citizen in a democracy.
2. To my choice of and probable future success in a
a life vocation.
3. To my present and future health.
4. To my present and future enjoyment of leisure
time
.
5. To my learning efficiency as a student.
6. To worthy membership in my present home and in
the home which I shall probably establish some
day
.
7. To the development of a desirable character and
a pleasing personality . 20
The seven objectives used in the study are very similar
to the nine objectives listed in the first edition of
Engle’s text.
21 The students probably used Engle's text
for their psychology course. The results of the survey
22
favorable to high school psychology.were very
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According to the results of this study, psychology
was much more popular than many other courses which occu-
pied a much greater amount of time in the school curricu-
lum. Boys ranked psychology as most useful in the areas
of health, leisure and learning, second in personality,
third for contribution to citizenship and fourth for voca-
tional assistance. Girls ranked psychology as most useful
in areas of home membership and personality, second in
areas of health, learning and leisure, and third in citizen-
ship and vocational areas. Both sexes thought more psy-
chology should be taught and ranked psychology as the most
) i
popular subject overall.
The second edition of Psychology: Its Principles and
Applications was published in 1950. The objectives in the
text were the same as those of the first edition, but some
chapters were rearranged in the second edition and a few
topics such as the history of education were dropped. In
length, the second edition was 130 pages longer than the
first and more coverage was given to topics cited in the
Clearing House article as being popular with the students.
A major change in the second edition was the combining
of "mind reading," "the unconscious mind" and similar
topics into one chapter entitled "Mind Meddling vs. Scien-
tific Psychology." 24 This edition also contained a new
chapter on "Marriage and the Family."
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By 1957 Engle had published over a dozen articles
on high school psychology and his text was in its third
edition. There is every indication that for more than
twenty years ninety per cent of the students enrolled in
high school psychology used Engle's text. 25 Psychologists
and educators began to regard high school psychology as
more than a fad and the American Psychological Association
established a committee to study the current teaching
methods in high school psychology. Chairmanship of the
committee was assigned to Engle.
Between 1950 and 1957, a variety of articles on high
school psychology appeared in the literature and the re-
sults of these are reflected in the third edition of
Engle's text. One study sponsored by the American Psycho-
logical Association found that teachers relied heavily on
the text and that classroom methods were teacher centered.
2
Despite the teacher centeredness and the text orientation,
psychology continued to be a popular course. Teachers and
students rated psychology "as above average in meeting
modern objectives of secondary education." In another
study in 1952, it was established that psychology was
taught in twenty-nine states, that in most schools it was
given social studies credit and that a mental hygiene
2 8
approach was favored.
A conference for high school psychology teachers was
sponsored by Columbia Teachers' College in 1952. This
38
conference "stressed the objective of helping students to
understand themselves and others with special reference to
personal and emotional development ." 29 The Columbia con-
ference concluded that one course or a sequence of courses
in psychology would be inadequate in achieving any societal
advantage to self-understanding in the school curriculum.
I t was concluded that the entire school should be involved
and that teachers needed to learn self-understanding before
they could teach it. The conference further recommended
that psychology be taught for two semesters and that there
was at the time no instrument to measure self-understanding
3
1
except m a cognitive, factual manner.
The results of all this activity were acknowledged
by Engle in the third edition of his text. The problem
of mental health was covered in a unit consisting of three
chapters. The differences between the classroom teacher
and the professional psychologist were emphasized as, for
example, in the following quote from the text: "some
teachers pointed out that they made relatively little use
of the material dealing with sensation and perception and
even suggested that no such material be included in the
•7 0
revision of the book." Engle's reply was succint and
expressed the view of the majority of the professional
psychological community. "In every book purporting to be
a text book in general psychology, material on sensation
33
and perception cannot be omitted."
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The fourth edition of Psychology was the last which
Engle wrote alone. The fifth and sixth editions of his
text were co-authored by Louis Snellgrove, but the basic
format and content remained the same. The standards set
by Professor Engle for over twenty-five years established
high school psychology firmly in the curriculum and influ-
enced many students and teachers. Even more important is
the fact that he measured his material and responded to
the expressed needs of teachers and students without
compromising his integrity as a psychologist.
The high school psychology course and its objectives
were compatible with the aims of the progressive education
movement and later with the life adjustment movement.
These social currents no doubt helped to gain acceptance
for high school psychology, but, without the work of Engle,
the field would be almost barren. More remarkable was the
ability of Engle’s text to withstand the discipline struc-
ture movement started by Jerome Bruner in 1960. With the
intense competition of the marketplace, survival of many
texts and programs is doubtful, but there is no indication
that the materials put together by Engle will fade from
popularity in the near future.
Despite modern techniques and methods in education,
the textbook is still the major source of information for
most students and teachers. In most fields a variety
of materials is available, but in high school psychology
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one text has dominated the field. There have been texts
available since the 1950's and more and more publishers
are trying to get in on an ever-expanding market, but Engle's
book is still the most popular and gained the most wide-
spread use. Since most teachers of high school psychology
have not been trained in the field and most students have
had little contact with the discipline outside of their
own high school course, it seems fair to conclude that a
major influence on the objectives of high school psychology
emanated originally from one of the editions of Psychology
.
Engle's acknowledgement of the differences in objec-
tives between the professional psychologist and the teacher
opened a controversy which is still unresolved. Profes-
sional psychologists became more and more concerned that
the majority of high school psychology teachers were not
well trained in the discipline, but teachers in survey after
survey indicated a clear preference for material of an
applied nature which students would see as relevant in their
daily lives. Further, these same surveys indicated that
high school teachers and students were in closer agreement
with each other than either group was with the psychologists.
One very important survey conducted by Noland in 1967
indicated that eighty-four per cent of the school psycholo-
gists surveyed agreed that a high school psychology course
was helpful in meeting the objectives of education. More
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significant was the fact that when asked to choose between
a course in which the content is oriented toward the per-
sonal, social, vocational and practical as opposed to the
scientific, as in biology and chemistry, sixty-five per
cent chose the former and twenty-five per cent chose to
combine the two. Only ten per cent chose the scientific
objectives alone. These results are significant because
as school psychologists these people had training in
psychology but they also had contact with students and
teachers. These results do not differ substantially from
the results of the survey of high school teachers by Engle
and even seem to fit the list of topics in which he found
7 O
his students were interested back in 1939.
While complete agreement does not exist, the bulk of
the evidence suggests that the more practical and applied
objectives are most common and that the psychological
community may not be willing to operate within this frame-
work. "In the past few years, however, there has been an
increasing acceptance on the part of psychologists of the
idea of teaching psychology to promote human welfare and
39
be functional in the every day life of the student."
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CHAPTER III
APPROACHES TO HIGH SCHOOL PSYCHOLOGY
Overview
Barbara B. Bunker has proposed a classification
system for the conceptual frameworks of different high
school psychology curricula. She divides high school
psychology into three main approaches: 1) the substantive,
2) the mental health, and 3) the student as social scien-
tist, but she acknowledges that the authors of high school
psychology texts rarely follow a single approach preferring
to combine them into "a collage of historically important,
socially relevant, and useful topics."^ If we may judge
the courses from the content of the texts used, the liter-
ature also indicates that classroom teachers also tend to
combine these approaches. Teachers prefer to emphasize
psychology for solving everyday problems and for applying
2
the research of the discipline to social problems.
The mental health and student as social scientist
approaches are well defined by Bunker and are important
because they represent the content area most cited as
consistent with the objectives of classroom teachers. The
student as social scientist approach has a conceptual frame
work similar to that of many of the new social studies
46
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projects emphasizing the methodology of the discipline
rather than the application of research in the field.
The mental health approach is concerned with the identity
and coping problems of youth and with helping young people
learn to function in everyday life.
Bunker's description of the substantive approach is
not so satisfactory, however. The substantive method
appears to represent the traditional concept of knowledge
for the sake of knowledge or, as Bunker describes it,
"psychology along traditional lines" which rests on the
assumpt ion that "the acquisition of knowledge sets in motion
the appropriate changes in cognitions and response tenden-
3
cies." The description of the substantive approach is
vague and less useful than the classification of the
"discipline" approach as it is described by Kasschau and
4Wertheimer. There is considerable overlap between Bunker's
substantive approach and Kasschau and Wertheimer's "dis-
cipline" approach, but, for purposes of clarity, the term
"discipline" approach has been used.
A glaring deficiency in Bunker's scheme and in other
literature on high school psychology is the failure to dis-
cuss the use of moral education and values clarification
in the high school psychology class. The writings of
Lawrence Kohlberg and Sidney Simon have had a tremendous
impact on the teaching of social studies, and, since most
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high school psychology teachers are social studies teachers,
it is apparent that these techniques have an impact on high
school psychology. There has been little study of their
influence on psychology courses, however. Because of this,
moral education and values clarification are discussed here
as subdivisions of the mental health approach. The appro-
aches offered in this paper are: 1) the scientific,
2) the research and 3) the mental health which is subdivi-
ded into three areas, i.e., a) guidance, b) cognitive-
developmental, and c) values. Most teachers and textbooks
tend to combine these approaches, but there are psycholo-
gists and educators who urge that one or more of these be
used exclusively. The real problem posed by some of the
advocates of these approaches is that they are more con-
cerned with psychological education than with the teaching
of psychology. Kohlberg and Simon, for example, make this
point clear in their writings. Teachers who use these
techniques in a psychology class without distinguishing
them from the content of psychology may cause their students
to develop misconceptions about the nature of psychology.
The literature suggests that teachers are familiar with
how to use these techniques but not with their psycho-
logical or philosophical foundations. Many of the writings
of Simon and Kohlberg appear in journals and books aimed
at the classroom teacher and tell how to use the materials
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omitting any discussion of the rationale behind them. The
only rationale most teachers seem to need is that the
material is popular with students and works.
The inclusion of moral education and values clarifica-
tion as part of the mental health approach is done in hopes
of raising some questions about how and when these techni-
ques should be used in a high school psychology class. In
the mental health curriculum developed by Mosher and Sprint-
hall, the discipline of psychology is not distorted even
though the curriculum concentrates on a very narrow area
of concern to psychologists, namely counseling. Psychology
is not misrepresented because the narrow focus of the cur-
riculum is explained. In values clarification and moral
education the goal of the curriculum is theraputic in
nature since it helps the student to make value choices or
by raising the level of the student’s moral reasoning.
The rationale for using either of these techniques goes
beyond the objectives of high school psychology or other
social studies courses and must be reflected in the view-
point one has on the purpose of education.
The Discipline Approach
Two psychologists who exemplify the discipline view
are Wilbert McKeachie and Ann Lucas. The objectives of
those who espouse a discipline approach tend to be empiri-
cal and biological in nature. Ann Lucas, for example,
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cites three main objectives for high school psychology:
"the development of a more nearly accurate image of psy-
chology by presenting it as a science, advising youth of
career opportunities in the profession of psychology, and
the development of a better informed public ." 5 It is the
scientific objective which sets this approach apart from
many of the others.
While Lucas, like many teachers, is concerned about
the statistics indicating the large number of people who
require some form of counseling in their lifetime, she
opposes field trips to mental hospitals for fear that stu-
dents may be frightened by what they see. She is also
cautious about having students discuss their personal prob-
lems in class. Teachers should "discourage students from
talking about their own personal problems in class discus-
„6
sions
.
Lucas's first objective is the more difficult one.
Teaching psychology as a science usually means teaching
the scientific method and dealing only in those areas that
can be proved through empirical means. This tends to
favor course content which is behavioristic, experimental
and biological and eliminates most of the material that
students find pertinent to their everyday lives. It is
too narrow an objective because it attempts to influence
the students in a slanted manner toward one school of
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thought in psychology and ignores the demonstrated
interests of teachers and students in various topics re-
lating to mental health and personal growth objectives.
There seems to be a fear on the part of some psycho-
logists that if students are given an overview of the di-
versity of the field they will form opinions unfavorable
to the scientific approach. There are other social sciences
which have developed curricula using Bruner’s concept of
teaching the structure of the discipline, but I do not find
in their literature the same hesitance to introduce the
internal differences that one finds in psychology. The
arguments seem to center around the thinking process and
a defense of discipline structure as the only means to
understanding. There seems to be more of a willingness
on the part of other social scientists to have their dis-
ciplines taught in the schools even if it means accepting
a variety of programs and methods.
McKeachie points out that the goal of high school
psychology ought to be "to develop habits of thinking as
psychologists do."^ The habits he refers to form the
basis for course objectives. High school psychology, ac-
cording to McKeachie, should teach students to learn "an
acceptance based on an understanding of the complexity of
the determinants of behavior."^ He acknowledges the wot k
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of Ojemann in successfully teaching concepts of psychology
to elementary school children but continues to maintain
that
despite my faith in the relevance of psychology to
personal adjustment, and my belief that we should
teach in such a way as to maximize transfer, I do
not believe that this should be a major goal of
psychological materials in the social science curri-
culum. y
His major reason for this position is that he feels stu-
dents at the secondary level "lack the maturity or ability
to comprehend some of our more elegant abstractions ." 10
Despite his lack of enthusiasm for a personal adjustment
emphasis, he does believe that psychologists are "on the
whole better people than the average ." 11
For the psychologist who defends the discipline as
a science, the contr ibut ion of psychology is narrowed to
1
2
the "biological background of behavior." Thus behavior
is studied from the perspective of the nervous system, the
brain, and the psychological process of learning and per-
ception. Despite the fact that McKeachie would find no
quarrel with a social studies course taught from the sci-
entific perspective and limited to the objectives he pro-
poses, it is difficult to know how one would justify
teaching such a course as a social study rather than as
a science.
The major concern of the scientific approach is to
confine the content to those areas which can be measured
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using the scientific method and to rule out any content
which is experiential
.
13
The role of the teacher is to
correct any distorted ideas of psychology which the student
may have reached through experience
.
14
The position is
similar to a discipline centered approach taken in other
areas of the curriculum. It assumes that knowledge for
the sake of knowledge is worthwhile and that the only way
to understand the discipline is to learn the nature of
it. "It is assumed that as the student gains knowledge,
that knowledge will translate itself into appropriate at-
titudes, actions, and beliefs ." 13
The Research Approach
The research approach is exemplified by the work of
Bunker in her book Students* Guide to Conducting Social
Science Projects . 1 ^ As the title implies, the approach is
not limited to high school psychology but can be applied
to a number of social science courses. The approach differs
from the discipline approach to high school psychology in
four areas. First, it teaches a method of research which
is not specifically psychological research. Second, the
approach is problem oriented and allows for more choice
and activity by the student. Third, it allows for the
discussion of some subjective material. Finally, it is
more a technique for problem solving in a variety of areas
and is less concerned with affecting the students' attitudes
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toward psychology as a science.
Bunker's text outlines and methods used by social
scientists such as survey, observation and experimenta-
17
tion. These methods are clearly identified in the text
as not being the exclusive province of psychology but avail-
able to scholars in a number of disciplines. The em-
phasis of this approach is to introduce the student to a
social science laboratory rather than to teach the re-
sults of specific research. Students become participants
in the research rather than simply passive receivers of
knowl edge
.
The research approach is not incompatible with a
course that is discipline centered. In fact, it might be
used in such a course as a motivational device. If the
approach were to be followed for a substantial period of
time, the students would choose their own problem and for-
mulate a hypothesis, select a method and develop a research
design to test their hypothesis. The nature of the prob-
lem to be investigated would, naturally, be limited by the
constraints of time, financial resources and equipment.
This is not a major problem since the objective is to learn
the method through the testing of an hypothesis and that
can be done within the confines of most secondary schools.
The research approach does recognize that the sub-
jective "idea," "hunch," and "opinion" are starting points
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from which one might develop a testable hypothesis. 19
The student moves quickly from the subjective to the objec-
tive but this, in itself, may prove to be valuable to the
student if it emphasizes the difference between the two.
The learning process is one of active participation and
the first step is a definition of terms so that everyone
will understand equally what problem is under study. The
scientific approach tends to eliminate any subjective
material but the research approach at least attempts to
distinguish between the two and to teach the difference
between them.
Bunker cites three specific objectives for the re-
search approach. They are: 1) "the development of a more
sophisticated citizenry," and 2) "to provide a live exper-
ience doing work which could become a career or some as-
pect of a career." Finally, Bunker believes that "for
adolescents (it) can be an experience which we will call
the shattering of the ’egocentric fantasy.'" She admits
that much of the "thinking is speculative at least" re-
21
garding the success of the method at the secondary level.
The objectives of the research approach are not as limited
as those of the discipline. The proponents are aware of
the limited research to substantiate their claims, but they
have pointed a way for those concerned with the scientific
nature of the discipline to involve students actively in
the content to be studied.
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The research approach deserves attention because the
objectives cited are primary objectives of many social
studies programs. The citizenship objective assumes that
the student who actually works through research problems
will be more critical of the techniques used everyday to
convince people of some particular idea. It further as-
sumes that the student will transfer the methodology
learned to future problems. The vocational objective is
also broader in that the technique itself or parts of it
are used in many professions and its utility, therefore,
goes beyond the bounds of a single discipline. The third
objective, dealing with the egocentric nature of adoles-
cents, is one that is of concern to those who advocate
other approaches as well. The assumption made here is
that if a student is allowed to test some of his subjec-
tive thinking he will realize the weakness of relying on
untested knowledge.
The three week research unit developed by Bunker et
al certainly has merit for the curriculum. It could be a
problem as to where to put it in the curriculum since it
would fit into the content areas of many courses. This
logistical problem is not inherent in the unit and does
not diminish its significance, but one would hope that by
the time a student reaches the eleventh or twelfth grade,
where most high school psychology is taught, the content
of the unit would be redundant.
57
The Mental Health Approach
The literature clearly indicates that mental health
has been an objective of high school psychology teachers
for over thirty years. T.L. Engle reported in 1967 that
all of his research ’’indicated that teachers placed mental
health and helping students solve personal problems as
their chief objective.” The text materials on mental
health include a discussion of topics such as how to
handle personal problems, ego development, and identity
problems of adolescence. The literature on the mental
health approach may be subdivided into the guidance ap-
proach, the cognitive-developmental approach, values clar-
ification and the humanistic approach of Maslow and Rogers.
These approaches need to be separated because although the
end objectives may be agreed upon, the means are not.
Kohlberg, for example, is quite emphatic that the cogni-
tive-developmental approach is different from humanistic
psychology which he likens to the Boy Scout oath in terms
23
of its quantity of pious platitudes.
The guidance approach . One significant approach to
high school psychology is the guidance curriculum developed
by Mosher and Sprinthall which focuses on guidance and
school psychology rather than on the high school psychology
course. By using counselors as moral educators, the func-
tion of the counselor changes from that of an advisor for
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vocational adjustment and test administrator to that of
individual concerned for the vocational and mental health
of the student. "We believe guidance uniquely should pro-
vide educational experiences that help every individual
grow as a person--more specifically in terms of moral,
emotional, and vocational development ." 24
The rationale for the curriculum was developed by
Mosher and Sprinthall while both of them were on the
faculty of Harvard University, The counseling course that
was originally developed and tested in Boston area schools
is now taught at a Minneapolis high school under the di-
rection of Sprinthall who has gone to the University of
2 5Minnesota. Mosher, who has joined the faculty of Boston
University, is presently involved in moral education and
the alternative school project along with Fenton and Kohl-
berg. Although there is still much agreement between
Mosher and Sprinthall, for purposes of clarity, I shall
separate the counseling course from the moral education
program now conducted in some of the same schools where
the guidance program was first tested.
The rationale for the guidance course is clearly
explained in the American Psychologist . The article
expresses the concern both men have for the failure of the
educational system to meet the needs of students. They
are especially concerned about the psychological services
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of the school and the effects of the hidden curriculum on
children. "Our evidence suggests that this hidden curri-
culum is typically more inimical and psychologically
crippling than it is positive and developmental."^ j 0
remedy the lack of concern for personal development and
emotional growth, a course was developed to train high
school students as counselors.
The objective of the curriculum is to infuse the
educational system with learning experiences for the pro-
motion of personal and psychological growth. The psycho-
logical foundations for this were derived from the work
27
of Piaget, Erikson and Kohlberg. Since, in their view,
most high school psychology courses were a "watered down
version of college courses and as such were likely to per-
petuate the educational failure of the curriculum at the
secondary school level," they chose the high school psy-
chology course as their entrance into the school curri-
culum. Psychology in most schools is identified as a
social study and thus the entanglement between a guidance
psychology course and the social studies curriculum was
establ ished
.
The guidance course is taught in a series of phases.
In the first, the students role-play situations taking
turns being counselor and client. In the second phase,
the roles are reproduced but the situations discussed
are
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real to the students involved. The final phase consists
of having students counsel other students who were not
part of the original counseling group. The group dynamics
and listening skills of the students are stressed during
the early phases of the course.
The effectiveness of the course has been measured by
pre- and post-testing and by observation. The Kohlberg
Moral Development Scale and the Loevinger Scale of Ego
Development were also used as a measure of change in the
experimental group. The control group continued to take
the standard psychology course but did take the pre- and
post-tests. The test results indicated a significant
change in the experimental group while very little change
29
occurred in the control group.
The original experiment was conducted at Newton High
School, but Sprinthall repeated it with a group of inner-
city black students and found that they too showed signi-
ficant gains on the two measures used although there was
not as much of a gain as the students at Newton High
School had made. During these experiments, the instructors
were counselors from the school as well as several Harvard
faculty members and graduate students. Although Mosher
and Sprinthall contend that the techniques used in this
course can be taught by the regular staff in most schools,
30 The success of this
I am skeptical of this claim.
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counseling course
counselor and the
only a few of the
blish the rapport
such a course.
depends upon trust between the
client and in most schools I suspect
school personnel would be able to esta-
with the students necessary to manage
The most complete description of the curriculum de-
veloped by Mosher and Sprinthall is found in The Counsel-
31ing Psychologist
,
1971. The peer counseling part of the
curriculum already described has been maintained and is
still under development today. There are also programs
where students work with elementary school children, but
it is difficult to connect this directly to the curricu-
lum. The moral discussion aspect of the curriculum is now
being developed by Mosher using the work of Kohlberg.
James Rest points out that
. . .it is difficult to see the unity in a program
that has options including peer counseling, moral
discussions, teaching elementary school children,
and improv i sa t ional dance. In what way are these
alternative paths to the same goal? What activity
in the arts, music, humanities, social sciences or
sports would not be equally suitable? 52
While Mosher and Sprinthall are in agreement with
Kohlberg on the use of developmental psychology as a
foundation for their curriculum, they differ from Kohlberg
in their aims and their educational objective. Moral
education is only a part of personal development and
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psychological growth. The skills taught by Mosher and
Sprinthall go beyond the area of moral education in the
peer counseling program as well as the other programs. It
would be difficult to label their curriculum as a moral
education program. They admit that M a major problem
confronting psychological education is the lack of an ade-
quate theory of personal or emotional development."^
They claim as their educational objective that "education
must incorporate experiences in learning that will parti-
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cularly fit adolescence as a stage of development."
The goals of this curriculum were established from
a guidance perspective. This makes them difficult to
evaluate in terms of social studies objectives. In certain
areas it may well be that a social studies program would
seem to do precisely what Mosher and Sprinthall suggest,
but this would not mean that social studies was formula-
ting its objectives from the point of view of psycholo-
gical education. It would seem most productive if this
curriculum were pursued as a project of the guidance
department of the school and if the implementation of
such a program were used as a means of getting counselors
back into an educational rather than ad administrative
role
.
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The Cognitive Developmental Appr o a c
h
The traditional high school psychology course
includes very little which can be called moral education.
In fact, Kohlberg is concerned with institutional objec-
tives rather than course objectives and defines the aims
of education as the facilitation of the intellectual and
moral development of the student . 36 Schools, according to
Kohlberg, are operated on a stage four, i.e., law and order,
respect for authority level. This stage is one level be-
low that of the societal framework which is founded on a
social contract and stage five reasoning. One of the
valuable aspects of the work of Lawrence Kohlberg resides
in his definitions of the stages of moral reasoning and
his proposition that the school must function as a just
community if the student is to understand justice. The
alternative school programs currently under way may pro-
vide the administrative model needed to transform our
X g
present school structure.'
Like Kohlberg, Mosher and Sullivan argue that the
goals of stimulating moral development and fostering
39
justice in the school institution are synonymous.
Kohlberg clearly distinguishes between the high school
psychology course and "psychological education," that is,
"the notion that 'psychological education' means the
postulation of psychological objectives of ego-development
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or personal development for education rather than teaching
4 0
of psychology." He rejects the idea that the objec-
tives of psychological education can be met through tradi-
tional content in which students gain a better understand-
ing of themselves.
A model for a just school may emerge from the pre-
sent three year study under way by Fenton, Mosher and
Kohlberg to create alternative schools which are democra-
tic and deal with the "hidden curriculum." The alter-
native schools are different in that psychological educa-
tion is a recoenized part of the Guidance, social studies
and English curricula.
41
The notion of using psycholo-
gical education to change schools was espoused earlier by
the progressive educators of the 1930' s and Kohlberg
cites the early writings of John Dewey as a philsophical
. -
42
base for his educational position.
It is interesting to note that in trying to imple-
ment his curriculum in the school and in his attempt to
use moral education as a means of reforming prisoners,
Kohlberg has been forced to go outside the established
institution. It is true that moral education is being
practiced in Brookline High School as part of the
U.S.
History course.
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But, in attempting to establish a
just school using the principles of moral reasoning,
Kohlberg had to establish alternative schools
such as the
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one in Cambridge. In the prison study the same
difficulties were encountered; in order to use the method
effectively, prisoners had to be separated and guards and
prison officials had to be trained in how to respond if
the efforts of the institution were to be overcome.^
Another issue that requires closer scrutiny is the
argument that an objective of social studies ought to be
to encourage "principles of rational social and moral
judgment. Sound reasoning is a goal of social studies
education and, indeed, of all education. When moral rea-
soning is examined in relation to the stage theory of Kohl-
berg, it presents some problems, however. Those who es-
pouse the use of stage theory in school curricula maintain
that one stage is not necessarily better than another.
Mosher and Sullivan, for example, state that "there can
be no assumption that individuals who are in a higher
stage of reasoning are 'better 1 people. In fact, the
principles that constitute higher stage thinking philo-
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sophically exclude any such assumption. This assump-
tion is one on which proponents of moral education have
been criticized. Michael Scriven addresses the dilemma
of higher stages and their relationship to moral
decision
making
:
If the
wrong
,
change
are dem _ ,
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that they are wrong, i.e., a proof of the
increasingly objective nature of the moral standards
of higher states. 48
While the proponents of moral education argue that the
school is unjust to operate at stage four, they also
maintain that a higher stage of reasoning is not neces-
sarily better reasoning.
Those concerned with psychological education are at-
tempting to counter the unjust atmosphere of the school
through institutional change and cite the findings of
Jackson and Friedenberg as documentation of the existing
problem. Although their concern for teaching students to
be good citizens is in the tradition of Dewey and overlaps
the goal of social studies in citizenship education, it
is important not to confuse discussion of the institu-
tional aspects of schools with the d i scus s ion of the use
of moral dilemmas in' the curriculum and especially in a
high school psychology course. In order to include moral
dilemmas as part of the content of high school psychology,
certain assumptions must be accepted: 1) that reasoning
at higher stages is better than at lower stages, 2) that
teachers have the training and background to deal with the
kinds of discussions these dilemmas demand, and 3)
that
engaging in moral dilemma discussions on a regular
basis
in one course is enough to affect the stage
of reasoning
These are very significant assumptionsin most students.
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to make and there is ample cause to question the value of
using moral dilemmas in the psychology class.
From a social studies point of view, it seems more
consistent to argue that since our society is governed by
a stage five social contract, we should try to raise the
reasoning of students to a level that will allow them to
understand the philosophical concepts upon which their
government is based. To live in this society and to per-
petuate a democratic society this goal of raising every
student's moral reasoning level to a stage five may be
legitimate, but, to do so requires that we are willing to
accept the proposition that better decisions are made by
people who reason at stage five or higher.
A further difficulty with the application of Kohlberg's
stage theory to the curriculum is the role of the teacher.
Since most schools operate at stage four and Kohlberg's
studies show that only a small part of the general popula-
tion reaches stage five or six, it is difficult to imagine
how this system will operate if the students and teachers
are all in lower stages. To be effective, the teacher's
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response has to be one level above that of the student.
This presumes that the teacher is capable of recognizing
the proper stage of the response as is now done only b>
testing. It also assumes a capability on the part
of the
teacher for moral development which may be a dubious
assumption
.
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There seems to be very little evidence at this point
that having moral dilemmas scattered throughout a school
curriculum can effect any lasting change in student atti-
tudes or behavior. To include moral dilemmas as part of
a kindergarten through twelfth grade curriculum makes more
sense but this returns us to the problem of institutional
change. To include them within the context of a one
semester or a one year course seems to be an exercise in
futility.
People progress from stage to stage, but most
never advance beyond Stages 3 and 4. It is pri-
marily college educated, middle-class vouth who
have attained high levels of moral judgment in
recent years. And even they are inclined, when
their formal education has been completed to back-
slide in the scale. ^0
Finally, the mental health objective raises the issue
of the ego- development of the student. The implication
is that by raising the moral development of the student,
a strengthening of the ego may result. To some extent
the test results from Mosher and Sprinthall’s guidance
curriculum bear this out. The question returns again to
the school as an institution in terms of serving as a
model for future behavior. A model of a just school seenib
more relevant than trying to accomplish moral development
within the confines of a high school psychology course.
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The values approach
.
The link between values clarification and high school
psychology occurs in those instances where teachers in-
corporate some of the techniques developed by Raths et al
into their courses. Those who see the main objective for
high school psychology as the improvement of mental health
or the developemnt of self-understanding are more apt to
use moral dilemmas and values clarification techniques
as part of their courses. There is evidence in the lit-
erature that values clarification is used extensively and
the content of some textbooks would support this conclu-
sion.
There are some similarities between the values clafi-
fication approach and Kohlberg's moral education in that
both approaches are cognitive and aim to clarify the
thinking process of the student. But, they differ in
their criteria for the adequacy of change in the thinking
process. Values clarification is descriptive and aims at
the values the student holds as well as at helping the
student to gain an understanding of those values. Kohl-
berg is prescriptive and requires that, in moral dilemmas
the discussion center around what the proper response
should be and the method tries to lead the student through
, . L . ,51
the level he is in to the next higher level.
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According to Rokeach, values deal with "modes of
conduct" and "desirable end-states of existence." He is
critical of Kohlberg for concerning himself almost exclu-
sively with "values representing idealized modes of con-
52duct." This same criticism can be extended to the values
clarification appraoch. The issue is clearly brought out
in the claim in Values and Teaching that the role of the
teacher is to point out errors only when the content of
subject matter is in question. "Other discussions have
as their purpose the clarifying of student values. When
the discussion has this purpose, the teacher must be
53
non- judgmental and accepting." For the teacher to im-
pose his standards even subtly would be to deprive the
student of making a free value choice. ^ The following
guidelines are provided for teachers to deal with the
valuing process.
1. Encourage children to make choices and to
make them freely.
2. Help them discover and examine available alter-
natives when faced with choices.
3. Help children weight alternatives thoughtfully,
reflecting on the consequences of each.
4. Encourage children to consider what they prize
and cherish.
5. Give them opportunities to make public affir-
mations of their choices.
6. Encourage them to act, behave and live in accoi
-
dance with their choices.
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7. Help them to examine repeated behaviors or
patterns in their lives. 55
Shaver and Strong define values as "standards and
principles of judging worth. 56 Rokeach maintains that
values have cognitive, affective and behavioral components. 5 ^
Shaver and Strong expand the definition of value into
three kinds: esthetic values (the means by which we judge
beauty)
,
instrumental values (actions that are means to
an end)
,
and moral values (the standards used to judge if
5 8
the ends are justifiable and proper). The position of
Raths ert aJL and Kohlberg seems to concentrate on the cog-
nitive judgment as the motivation of behavior. This leaves
the affective dimension untouched as a possible motivating
force for behavior.
The most pertinent issue for values clarification
and high school psychology is how much right a teacher has
to probe into the life of the student. One can question
the advisability and efficacy of asking students to pub-
licly proclaim their values in the classroom under normal
circumstances. In a psychology course this process be-
comes even more problematical because students may confuse
values clarification with therapy and the privacy of the
student may be invaded. The relationship between teacher
and student does not give the teacher a right to pry
, ^ 59
into the private life of the student.
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If there is consistency in creating a just atmosphere
in the classroom, then the student's right to self express-
ion must be extended to include the right of non- express ion
.
In a group situation the teacher bears the responsibility
for keeping the discussion within the bounds that are pro-
tective of every student, not just a few. One of the most
difficult areas for high school psychology teachers to
venture into with proper regard for the rights of the
students is the use of various values clarification and
encounter group techniques. The classroom is not the place
for counseling or therapy unless the leader has been trained
to handle that kind of situation and the students knew when
they signed up for the course that such methods were to be
used. The rationale that such techniques are all right if
students are not forced to participate is erroneous because
it ignores the peer p'ressure involved and forces the student
to choose between participation and ostracism from the
group. In certain instances, the right not to participate
is inadequate because it may be an intrusion into the
private life of the individual by the state thi ough the
teacher
.
There is evidence that those teachers who tend to be
humanistic as opposed to behavioristic differ most in the
area of values clarification and group discussion.
In a
study of high school psychology teachers, of the
ninety-two
l
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variables measured between those who were humanistic and
those who were behavioristic, the conclusion was that
there was no significant difference "between humanistic
and behavioristic teachers in the topics and content they
believe should be included in pre-college psychology
courses."^ The studies did discover that "by far the
greatest difference between the two groups, and the only
statistically significant difference, is that concerning
the desire for values clarification activities in the form
61
of value sheets."
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CHAPTER IV
DEVELOPING A RATIONALE FOR PSYCHOLOGY AS
A SOCIAL STUDY
Although the interest in psychology as a part of the
high school curriculum has been around for a long time,
as the work of T.L. Engle demonstrates, and attention has
been drawn to it by its popularity with teachers and stu-
dents, there still is no well developed rationale for psy-
chology in the literature on social studies curriculum.
Because psychology is most often taught in social studies
departments and because it has been short changed by the
social studies theorists, one purpose of this study is to
propose a rationale for the teaching of psychology as one
of the social studies.
A rationale should address itself to four basic
issues. First, it must analyze the relationship between
the school and society. Second, it should examine the
nature and purpose of knowledge. Third, the role of
both
the student and the teacher should be explored.
Finally,
it should define values in a manner which allows
them to be
understood. A good rationale is also flexible and
can
,
1
change when new information is presented.
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The School and Society
The relationship which exists between schools and the
society at the present time is inadequate for promoting
democratic values because the nature of the school is
essentially undemocratic. Dewey raised this issue in his
work because he recognized the conflict between the desire
of a society to perpetuate its values and, at the same
time, to be democratic. "One of the fundamental problems
of education in and for a democratic society is set by
2
the conflict of a nationalistic and a wider social aim."
Dewey was concerned that the educational system not be
used to the advantage of one social or economic group.
Education in a democracy should not, in his view, provide
a means for any group to maintain a dominant position in
society. In order to accomplish the goal Dewey recognized
that some people need more service than others and that
some of these social services would extend beyond the
school. Supportive social services would be necessary if
students were to be able to stay in school so that the)
3
could maintain and improve their economic and social life.
More recently Charles Silberman has expressed similar
concern over the tension involved in having the state main-
tain the schools in a democratic society. In Crisis in
th e
Classroom
,
Silberman echoes the thinking of Jackson and
for the manner in which schoolsothers in his concern
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emphasize the need for control and order above learning
.
4
Dewey was concerned that the individual not become "sub-
ordinated" in the interest of the group . 5 Silberman cites
the subordination of the individual as a major characteris-
tic and fault of the present educational system . 6
The conflict seems to be basic to the political as
well as to the educational structure of the school and,
therefore, will continue for the foreseeable future. Yet,
it is essential that we recognize the need for a democratic
structure if we are to teach individuals the values of a
democratic society. At the very least, a way must be found
so that the political structure does not interfere with the
right of students and teachers to explore knowledge in a
free and open manner. We must also be willing to accept
academic freedom within the school for both the student and
the teacher. Finally, we must recognize that the indivi-
dual is as important and, in many cases more important,
than the group. Since we have no single method of learn-
ing that can be applied to all, we need to adjust to meet
individual student needs.
It is inconsistent with the democratic philosophy that
we write off, as we now do, certain groups of students as
accepted casualties of the system. Unrealistic as it may
seem, we must still hold out as the ideal goal the meeting
of individual needs. More choice by parents might
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contribute to an improvement in this situation. At
present, most students attend school on the basis of poli-
tical boundaries which are artificial and often education-
ally indefensible. For example, the court ordered plans
for balancing schools racially deal only with children as
they relate to groups. These plans fail to take into ac-
count the educational needs of the students as individuals.
This is a prime example of how the needs of students have
been subordinated to the satisfaction of group pressure.
g
The issues raised in Serrano v. Priest over the
method of taxation and the distribution of funds for educa-
tion is another example of how political considerations
interact with educational objectives of equality of educa-
tional opportunity. To allow the educational system to be
more flexible would require changes in the way school bound-
aries are formed and .the manner in which schools are fi-
nanced. The individual needs of more children might be
met if parents were able to exercise some freedom of
choice in the educational market. Although the fedeial
government is taking steps to establish legal rights for
children who are handicapped in some measurable physical
way, we still have a long way to go in meeting the
needs
of those students whose special needs arise
from social
and home problems.
The school as an institution exists for the
purpose
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of educating children. If we cannot agree on how all
children should be educated, then we must, in keeping with
the principles of democracy, provide for some choice. The
choice is in the method and manner in which content is
presented. It would be counterproductive if choice became
a guise for censorship of content or ideas. This is an issue
of major concern for social studies since its content may
well conflict with or question existing community stand-
ards .
When social studies ventures into what Hunt and Met-
calf describe as the "closed" areas of society, the commun-
ity is apt to react by wanting to censor the schools.
The psychic resistance to such issues is high, according
to Myrdal, but he also believes that the schools have an
obligation to "face the psychic resistance mobilized by the
people who feel an urgent need to retain their biased be-
9
liefs in order to justify their way of life." Striking
a proper balance between educational choice and education
free of censorship is not an easy task, but it is one that
must be pursued if we are to democratize the educational
system
.
The issue raised by Hunt and Metcalf is relevant be-
cause if we do not deal with the "closed" areas then we
will avoid teaching the values required to sustain a
gen-
uine democracy. "To become more democratic is to
expose
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closed areas to rational study. The further we go in
the opposite direction, the more we become a closed society
unable to deal with the conflict of beliefs and values.
The community does, of course, have a right to expect that
the teachers who address themselves to such issues do so
in a responsible manner and with some compassion and under-
standing for the inner conflict that such teaching will
create in the student.
This concern arises only if we assume that man's fate
is not so determined that he is unable to change the course
of future events. The deterministic view of B.F. Skinner
would lead to a more authoritarian point of view and a less
democratic society. Metcalf speaks to this concern when
he views the future as one in which our lives may become
dominated by operant conditioning and pharmacology. Both
of these offer solutions to the problem of control at the
expense of the freedom of the individual. The conditioners
and the pill distributors may well become the elite of
12
the future.
The alternative is to assume that man is the
captain
of his fate and that he possesses enough free
will to deter
mine his future and to exercise free choice.
Humanistic
psychology offers a view of man which allows
for this
choice and counters the behaviorist model.
To the human-
istic psychologist, a proper model for
man would be
\
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"positive, active and progressive."
If we are to maintain compulsory education in a
democratic society then we must do so in the belief that
the common good and the good of the individual are best
served by the restriction of choice. We compel medical
care, for example, in the cases of children whose parents
have religious views opposed to such care and would refuse
it for themselves. This is done on the assumption that
the child has a right to live long enough to make his own
choice. Education presents similar problems, especially
as the evidence mounts on the importance of the early de-
velopmental years in successfully educating children.
To compel education and the examination of ideas may
be essential to a democratic society, but we must be care-
ful to insure that ideas are examined openly and freely
and that what takes place is not indoctrination. There
is no specific idea, value, belief or attitude which is
intrinsically so necessary that it should not be exposed
to conflicting information. We must allow ideas to compete
for public acceptance and this can only be done if one is
allowed to examine all the reasonable alternatives.
The concept that the community has a right to perpetuate
any kind of ignorance through the educational system is
contrary to the core, values of a democratic society.
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The Nature and Purpose of Knowledge
In the development of any curricular rationale, a
vital step is the establishment on a point of view on the
nature of knowledge. One’s understanding of the nature
of knowledge is a determinant of both the content and the
methodology which will serve as the framework for the
curriculum. It is particularly important that the nature
of knowledge be considered in the development of social
studies curricula because of the divided opinion of scholars
on how scientific the social sciences are.
In the field of psychology there is a wide range of
opinions on the nature of knowledge and on the objectivity
of knowledge within the field. At one end of the spectrum
are the behaviorists who accept only objective knowledge
which can be tested and replicated using the scientific
method. At the other end of the spectrum are those who
believe that psychology as a study of man's mind must in-
clude a great deal more knowledge which is tradit ionall)
called subjective and depends largely on feelings and
perceptions.
Neither of the extreme positions is adequate as a
basis for a citizenship oriented social studies
curricu-
lum. Because citizens must make decisions without
being
able to wait to see if today's generalizations
will be
made obsolete by tomorrow's discoveries, the
social
87
studies curriculum cannot be based on a completely
scientific model of psychology or other social sciences.
On the other hand, subjective knowledge is hardly an ade-
quate basis for making public policy decisions. A posi-
tion between these two will better serve as a basis for
the high school psychology curriculum.
Hunt and Metcalf believe that "the most important aim
of social studies education in a democracy is to help
students acquire a store of tested social theory, or body
of principles, relevant to contemporary social issues and
beliefs. They acknowledge that current theory may re-
quire revisions as new discoveries are made but believe that
citizens in a democracy should be educated to separate out
the well tested information and theory from the poorly
tested information and theory and to bring to public
problems the best of .what is currently available.
Although they are a little less oriented toward the
objectivity of knowledge than Hunt and Metcalf , Wehlage
and Anderson also see it as essential. They emphasize that
students should "become aware that both subjective and
objective knowledge are legitimate aspects of social
reality and that this awareness is a prerequisite for
.
.
. ,,15
making broad policy decisions.
88
Another aspect of the problem is that the rapid
expansion of knowledge and information makes it more and
more difficult to decide what body of knowledge should
be passed on to students. The writings of Toffler have
dramatized this problem and have contributed to our con-
fusion. As Silberman points out
thoughtful educators are less and less sure in their
own minds as to what a liberal education consists
of, what knowledge is of most worth, or whether a
common learning is possible or even desirable in the
contemporary world, given the exponential growth of
information and knowledge. 16
Silberman continues with a warning not to confuse the
1
7
explosion of information with new knowledge. It would
appear that, for many, the mark of education is the possess-
ion of quantities of information rather than the ability
to sort information and apply it or to solve problems.
What we most need to teach our students is how to evalu-
ate information and generalizations and how to determine
their applicability to a given situation. We can separate
knowledge from information as Silberman suggests by con-
fining ourselves to those concepts which have proven to
have explanatory capability over time and by teaching
students how to think critically. Teaching students how
to learn is as important as the content we use as a vehicle
to teach the skills involved. In social studies it is
important that students learn how to think, how to solve
i
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problems, how and where to gain access to information, and
how to use these skills to make the kinds of decisions
that we expect from our citizens.
The Role of Teacher and Student
In considering the specific role of the teacher and of
the student, the core problem is motivation. There is a
tendency for many teachers to think of motivation as some-
1
8
thing to "be injected into students to energize them."
The reason students are not motivated toward academic goals
is that our soeiety does not provide sufficient status and
1
9
monetary rewards for academic achievement. Teachers find
it a conflict between their students and themselves because
they have to justify to themselves why they are of low
status and in a poorly compensated position relative to
their educational achievement. If a teacher cannot resolve
this conflict to his own personal satisfaction, he or she
cannot interact confidently with students.
Dewey sees knowledge as the "available capital from
which a teacher may choose the subject matter tor the
learner .
20
The concern of the teacher should not be "with
subject matter itself but in its interaction with the
pupils’ present needs and capacities."
1
' The tcachci ma\
guide the student but the final result will be that the
student will remember only that which has become a pa it ol
90
his being. "The genius of good teaching is helping the
student discover needs he never knew he had ." 22
Jerome Bruner suggests that the role of a teacher is
to make a child "as autonomous and self-propelled a thinker
23
as we can." Psychologist Douglas Heath suggests that we
ought to be concerned more about turning out mature indi-
viduals who can cope with society. He defines a mature
person as someone who is "more independent, less suggestible,
more self -direct ing
,
able to defy the demands of his so-
ciety for what he believes is right.
"
2
^ The most important
role a teacher has is to teach students methods and pro-
cesses for solving problems, large and small, which con-
front or will confront the student as citizen. In this
way the student can develop the confidence to be a parti-
cipating member of a democratic society.
The student’s role in the learning situation should
be an active one. Unfortunately, most schools see student
activity as a sign of lack of control and, therefore, do
not encourage the student to become an active participant
in the learning process. Students presented with material
have not learned until they are also able to process that
material in some meaningful way. "But to an individual
learner, factual materials are nothing until their function
in thought is seen ."
25
It is the active interaction
between the teacher and the student that stimulates that
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thought process so that changes in behavior, attitudes
and beliefs may occur.
Dealing with Values
The need for a precise definition of values and their
It
use in the classroom is an important part of any rationale.
The term value in education is another that has so many
27
meanings that its usefulness has been diminished. Gen-
eral agreement among educational theorists is improbable
because the roots of the problem stem from different phil-
osophical traditions. If we cannot gain agreement, we can,
at least, clarify the use of the term so that the individual
teacher will understand how it is being used.
One reason the hidden curriculum is of such concern is
because of the effect it has on the beliefs and behavior
of teachers and students. If we define a value as some-
thing that has worth, then the behavior of teachers in the
classroom is value laden. An illustration of this point
can be found in the behavior of teachers as they ask quest-
ions in the classroom. The teacher selects from all
the
information the students have specific questions to ask.
The students soon learn that these must represent
the
facts, opinions, etcetera, which the teacher deems
lmpoit-
ant and they use it as a guide for testing and
selecting
and what to forget. This may not be
\
out what to memorize
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a totally conscious behavior on the part of either the
teacher or the student but it is common in many classrooms.
A further problem with the definition of value as a
standard of worth is that it does not enable us to dis-
tinguish clearly between a value, an attitude, and a be-
lief. These terms also need to be clarified as to how they
are being used and their relationship to classroom activi-
ties. It is also important that the connection between
these terms be clear. Finally, it is important to identify
the cognitive and the affective components of a value
system.
Psychologist Milton Rokeach provides a more precise
definition of the nature of a value system than is found
in most of the educational literature. He raises several
important questions such as the distinction between the
attribution of values, to persons and to objects. A second
distinction Rokeach makes is between the concept of values
as ’’desirable end states." Finally, he divides the value
systems into "instrumental values" of which there are two
kinds, "competence" and "moral" and "terminal values com-
2 8
posed of interpersonal and intrapersonal values."
B.F. Skinner argues that only objects have value and
that to distinguish between feeling and fact is sirnpl) a
distinction "between a thing and its reinforcing effect.
Gordon W. Allport theorizes that values are person
29
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oriented because they represent for the individual a
’’dominating force in life, and all of a person's activity
is directed toward the realization of his values.
”
3 ^
Psychologists such as Maslow and Allport define values from
the perspective of ’’desirable end states," while develop-
mentalists such as Piaget and Kohlberg have concentrated
31
on values as "desirable modes of conduct."
Rokeach defines a value as "an enduring belief that
a specific mode of conduct or end-state of existence is
personally or socially preferable to an opposite or con-
32
verse mode of conduct or end-state of existence." Ac-
cording to this theory our values are arranged in "hier-
archical organization" and all people have the same number
of values. The rank ordering is different but the number
of values is actually quite small. At the same time an
individual possesses "thousands of beliefs" and "hundreds
of attitudes ."
35
A belief is defined as "a predisposition
to action" and an attitude "is a relatively enduring or-
ganization of beliefs around an object or situation pre-
,,34
disposing one to respond in some preferential manner.
A value system is the interrelationship of
instru-
mental and terminal values. Instrumental values
are either
moral or competence based while terminal values
arc
intrapersonal (self-centered), or interpersonal
(society-
centered). If an individual violates a moral
value which is
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interpersonal, he feels guilt. If an individual violates
a competence value which is intrapersonal, he feels shame.
Thus a value conflict may arise over a conflict between
inter- or intra-personal values as well as over a conflict
3 5between instrumental and terminal values.
All values then are related to beliefs that are "pro-
scriptive" or "prescriptive” and the consequences of our
actions effects the "end state of existence." Not all be-
liefs are values. Those beliefs which are descriptive or
evaluative are not values. Attitudes are related to sev-
eral beliefs but a value is directly related to a single
i i • r 0belief.
This theory raises several critical questions for
educators. If we assume Rokeach's definitions have merit,
then what is often labeled values clarification is really
dealing not with values but with a student's beliefs and
attitudes. Moral education which attempts to raise the
moral judgment of students is an attempt to effect an
intrapersonal change in the individual by using inter-
personal or society-centered examples for analysis. It
would seem that a more precise goal for values clarifi-
cation would be to help a student recognize his
values
and the hierarchical arrangement of those values.
Moral
education would go beyond this to help students
rearrange
the rank order of their value systems.
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Rokeach's theory would also explain the conflict in
American values recognized in Myrdal’s American Dilemma and
cited by social studies educators in their own rationales.
The conflict is over the issue of how people can demand as
a sign of patriotism and loyalty a symbolic show of belief
in equality, justice, and freedom and then, by their be-
havior, act in an intolerant, unjust manner which restricts
37
the freedom of some individuals in the society. There
is basic agreement on the values we learn primarily through
our culture. The same kind of agreement does not exist in
our attitudes and beliefs and these show up through behav-
ior while values may be more symbolic and personal. Ac-
cording to Allport, an individual’s values are a "dominating
force in life, and all a person’s activity is directed
3 8
toward the realization of his values."
This theory also resolves the conflict in social
studies between those who are concerned with social studies
as cultural transmission and those who see it as a means
of raising questions about the values of the culture.
If
Rokeach is correct, students will learn the values
of the
culture, but the result will be the conflict
pointed out
by Myrdal .
39 By raising questions about attitudes and
beliefs we may create a dissonance between
a student's
beliefs and attitudes and the basic values
of the culture
thus forcing the issues to some resolution.
It may turn
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out that helping students to examine their attitudes and
beliefs is easier than trying to rearrange their value
systems.
We learn values through the acculturation process of
4 0
childhood. Society attempts to enforce certain values
through social norms. But as Williams points out, "values
are not the same as norms for conduct. Norms arc rules for
behaving; they say more or less specifically what should
or should not be done by particular types of actors in
41
given circumstances." It is not reasonable that, by
the time they have finished high school students will have
learned through the acculturation of the school that the
values of freedom, equality and justice are values to hold
only to the extent that they do not interfere with the
function of the institution? From this experience it may
be easy to understand why as adults they feel free to deny
to others the rights of opportunity or equality they demand
for themselves. Their neighborhood, their job, their
church, their community all become like the school and
democratic values are espoused so long as they do not in-
terrupt the smooth functioning of the institution.
The school must contribute to the development
of an
attitudinal system which is in closer harmony with
the
basic values of American democracy. Realistically,
this
change will not come about over night and it
will not come
97
about without community support. The school can begin by
taking a leadership position in the community rather than
the follower position of the past. At the same time, we
can begin to explore ways to deal seriously with student
attitudes and beliefs by introducing into the curriculum
strategies that will allow students to distinguish between
a belief, an attitude and a value and to allow them to
deal with such changes in themselves and others.
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CHAPTER V
THE ROLE OF PSYCHOLOGY
Social science literature is replete with debate
about the nature of the social sciences and about their
relationship to each other as well as their relationship to
the physical sciences. The only conclusion one can draw
from this debate, however, is that there does not seem to
be any chance in the near future of reaching any substan-
tial agreement. An example of the kind of issue which
plagues the formation of a comprehensive theory is the
difference of opinion over the development of a unified
social science.
Alfred Kohn distinguishes between the interdisciplinary
approach and the unified approach which is determined by
whether one starts with a problem and then brings to the
problem the knowledge of the social sciences or whether
the core is an analytical tool used to unite all social
science information for problem solving.
In the interdisciplinary approach, a problem is put
in the center and all the disciplines are brought
to bear on it. In the unified approach, an anal)
-
tical tool is put in the center; one can then branch
out from it to a multiplicity of problems, leal
and analytical.
1
Michael Scriven views the unified approach as a "dangerous
2
myth, and an educationally vacuuous myth, at the moment.
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Scriven believes that we cannot give a precise
definition of the social sciences but that they can be
grouped into three points of view: 1) inter-disciplinary,
2) multi-disciplinary, and 3) reductionist. The inter-
disciplinary approach "views the social sciences as speci-
alizations of a common subject matter;" the multi-discip-
linary position "sees the social sciences as independent
sciences concerned with aspects of human behavior which are
related only by the fact that the behavior is performed by
the same organism;" and, finally, the reductionist view
is that the "social sciences are gross preliminary studies
.3
oi macropny s ics .
"
The multi-disciplinary position fits the definition
of social studies used in this study; that is, "social
studies is that apsect of the curriculum which is ordin-
arily based upon the social sciences and history as a
m 4
source of content and intended as general education."
The focus should be on problems since that is what students
will be dealing with in their roles as citizens and any
problems which develop are likely to cut across the bound-
aries of several disciplines.
The problem oriented curriculum would concentrate
on
building the skills of logical analysis and the
finding and
selection of information about a problem. It
would also
raise moral and ethical questions where
appropriate so that
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students might gain some insight into the fact that the
best scientific information can only go so far in problem
solving. Science can provide us with all kinds of infor-
mation about the effects of an atomic weapon, but we, as
citizens, must make the value choices as to whether to
produce the weapon and under what conditions to deploy it
for use.
A second question to be raised if the problem centered
approach is to be used is whether all the disciplines are
equal or whether some are more fundamental than others.
Scriven claims that history, geography and psychology are
more fundamental than other areas of study. He describes
the social sciences as a flat plain held up by three legs--
history, geography, and psychology. The three legs are
supported by logic, mathematics, and methodology .
5
Now, why are these three primary? This is the
reason; geography is the study of the spatial dis-
tribution of man and his large-scale effects on the
earth. History is the study of his temporal distri-
bution and achievements, and psychology is the
study of the internal organization of the human
entity.
^
History and geography have dominated the secondary
school curriculum while psychology is taught primarily as
a separate elective course. A model such as the one
Scriven proposes combined with a problems approach would
require that a multi-disciplinary approach to the social
sciences be adopted, but such an approach does not have
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to begin at the secondary level. If we consider the work
of Ojemann and others, there seems to be ample proof that
concepts of behavior can be taught to elementary school
children
.
The multi-disciplinary approach also brings together
the discipline of the social sciences and history with the
citizenship objective of social studies. Citizenship
education in a pluralistic society cannot be interpreted
as transmitting cultural values or instilling proper be-
haviors if the school is to function as a democratic insti-
tution. Citizenship education should mean that the school
contributes to the maturing of the individual and the pre-
paration of the individual to deal with the kind of pro-
blems one must face in our complex world. The combination
of skills, attitudes and experiences needed to be a
functioning citizen in our world cannot be taught in such
a way that students never learn to put together the concepts
and skills in some comprehensive way.
The multi-disciplinary approach to curriculum develop-
ment advocated here is really not new. My position echoes
those of Dewey, Hunt and Metcalf, and Oliver and Shaver,
but although similar cases have been made before, the ideas
in them have never been embodied in a widely used curri-
culum. Curricula have been developed which are organized
around a problems approach, critical thinking or the use
of key concepts to bring information together, but most
of
10S
these approaches are inter-disciplinary rather than
multi-disciplinary and have tended to concentrate on a
single discipline with the information of other disciplines
brought in to broaden the information base of the topic
area. As Harold C. Hand has pointed out
In consequence of this conflict of inner logic--
i.e., the inner logic of real-life problem-solving
vs. the inner logic of standard subjects which at
best admits of but incidental attention to such
problems- - efforts to functionalize the traditional
high school subjects invariably and inevitably result
in asking the teacher simultaneously to serve two
contrarily oriented masters.'7
Even in curricula which are intended to focus on problem
solving, the tendency is for teachers to revert to the
familiar discipline divisions.
A second reason the goal of citizenship education
using the problems approach has not been achieved is that
students have not been taught how to effect change and
how to deal with the 'powerlessness Newmann describes in
Education for Citizen Action . The critical thinking
approach often did not deal with problems that were of
real concern to students and did not help them to under-
stand how to influence change in the system. Curricula
designed around key concepts also had as their major
objective the understanding of the concept and fell short
of teaching the student what applied use the concept might
have. In effect, what we have failed to do is to combine
the knowledge so that he feels he has some control over
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his own destiny.
Ralph Tyler addresses the issue in a slighly different
way in his text on curriculum and instruction. He cites
the importance of transfer of learning between the content
of the course work and the life of the student. "Studies
of transfer of training, however, indicated that the stu-
dent was much more likely to apply his learning when he
recognized the similarity between the situation encountered
9
in life and the situation in which learning took place."
One reason that transfer of social studies learning has been
so poor is that students have not been regarded as active
citizens by educational institutions. Students are eager
to learn about their behavior as well as that of others,
but social studies has been taught, for the most part, as
though problems were hypothetical or the events under
decision no more real to the student than a play or movie.
As Goodwin explains
It seems a mistake to label a particular pattern
of social events as 'psychological’ or 'political'
and regard it as a closed system that can be com-
pletely explained through abstract formulations. The
academic disciplines. . .do just this, which may
be one reason why the models that do emerge ftom
these disciplines are so limited, irrelevant, or
often wrong in terms of meeting major social prob-
lems . 10
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If students are to gain the necessary skills to control
their own lives, they must be able to influence the life
of the school which is the social institution most directly
affecting them. Furthermore, we must recognize that
knowledge alone is not enough; we have an obligation to
include the personal skills students need to be effective
in society.
A third factor in the failure of problems approaches
is that they have done little to incorporate psychology as
one of the contributing disciplines. As I have previously
established, psychology has been overlooked by the develop-
ers of social studies curriculum. At the same time, how-
ever, the writers of high school psychology texts have not
related the theory of psychology to social problems in such
a way that students can relate the content to present or
future problems. There is a critical need for psychology
to show students how to use the discipline to make public
policy decisions. There is no point in singling out the
authors of particular psychology texts for criticism
since many of them give an excellent presentation of the
content of psychology. An example of the deficiency of all
of them, however, is that while many of them include
comprehensive coverage of behaviorism, none of them raises
the issue identified by Metcalf that such a theory
may
lead to the control of society and may be inconsistent
\
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with the philosophical principles of democracy.^
Although none of the psychology texts currently on
the market takes a multi-disciplinary approach and it is
possible that the multi-disciplinary problems approach is
inherently incompatible with the requirements of the
hardcover textbook industry, there are isolated sections
of some psychology texts which contain elements of the
approach advocated here. A case in point is the chapter
entitled "Why Do People Kill?" in Sol Gordon's text
Psychology For You .
In this chapter on man's aggressive behavior, Gordon
deals witn sucn topics as the high rate of homicide in
American society, child abuse, television violence, frus-
tration, the abnormal personality and organized aggression,
i.e., war. He presents the theories which Freud, Darwin,
and Lorenz have put forth to explain aggression and con-
cludes with a discussion of depersonalized, organized
killing and the Holocaust.
Gordon's chapter is a good example of how pre-college
psychology can become a vital part of a multi-disciplinary
social studies program. Many of the same topics aie
touched on in other social studies courses--the
Holocaust,
for example, in European history and child abuse
in soci-
ology or contemporary issues courses--but there
has been
no comprehensive program developed to focus
all of the
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disciplines on the problem of aggressive behavior. What I
am advocating is that the curriculum be organized around
the larger problem and that the relevant data from psy-
chology, history, sociology, anthropology, economics, and
government be brought to bear on it. As citizens, students
will confront the problems, not the separate disciplines.
Another example from a psychology text which illus-
trates what could be done with a problems approach is
found in Experiencing Psychology . In this book, the Holo-
caust is related to the Migram experiments and to other
studies of the behavior of individuals in the presence
of authority. While the text does an excellent job with the
content from psychology, it does not provide the comprehen-
sive discussion of the human reaction to authority which
could be provided with additional material from other social
science disciplines and from history. The outline of this'
discussion illustrates what could be done with it if the
problem of human behavior in the presence of authority
became the central focus of the unit and the information
from each of the other disciplines were brought to bear
on it.
It is clear that psychology has an important role
to
play in meeting the social studies goals of citizenship
education. The goals of citizenship education and
of
psychological education converge in the concept of
the
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competent or mature individual. The definition Newmann uses
of a competent individual is similar to the definition gen-
erally used to describe a mature or mentally healthy in-
dividual
.
Competence is defined as the ability to behave
in such a way, or to use one's efforts in such a
manner, as to produce the consequences that one
intends. Competence is reflected, therefore, in
purposeful behavior, not in activity that might be
considered involuntary, aimless, or mindless. 12
One of the conclusions of this study is that the
characteristics of a good citizen and of a mentally
healthy individual are similar. Most personality theories
seem to agree that to be healthy one needs to be able to
deal with frustration and conflict and to act autono-
mously. To act independently in the area of public policy,
one must be able to deal with the fact that the social
sciences may provide conflicting or incomplete information.
In the past, the discipline structure and the method of
thinking have been overemphasized at the expense of de-
veloping the individual's ability to apply knowledge in
the solution of problems.
Ralph Ojemann recognized the relationship between
citizenship education and the concepts of psychology thirty
years ago. He argued then and still does that
behaviors
such as prejudice, aggression and shyness should be viewed
from a causal rather than a judgmental perspective.
Ill
Children in school are not taught to understand the causes
of behavior and thus make their judgments on the behavior
itself. The schools foster this by their own action in
judging the behavior of students in what we now call the
"hidden curriculum." Ojemann believes that if schools
started at the elementary level to teach students about the
causes of behavior and to make judgments of behavior based
on the cause rather than the outward appearance, we might
find fewer prejudicial attitudes such as those directed at
the mentally ill and at children with special needs. He
also believes that if this thinking pattern is fostered in
children, it will carry over into their thinking and be-
havior as adults.
^
In a longitudinal study of male college students,
psychologist Douglas Heath has found that the moie matuic
an individual is, the better able he is to adapt in a vo-
cational setting
.
1 He has also found that the more matuic
an individual is, the better able he is to be a competent
father. Heath argues that we must become more concerned
about educating for maturity and health and less concerned
with pushing students to some hypothetical academic limit.
This does not eliminate scholarship; it simply means
that
we need to produce healthy, well adjusted individuals,
some of whom will become scholars. Their scholarship
will
come as a result of their talent and individual
motivation
and not as a way to please the school or
society.
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Although more research must be done, there does seem
to be a link between problem solving ability and mental
health. The study done by Douglas Heath would confirm this.
Work done by other psychologists also links problem solving
to mental health. "In clinical practice there is an im-
plicit assumption that once conflict is resolved or anxiety
reduced, good problem-solving thinking will naturally
emerge." 16 Or, as Metcalf states, "therapy and instruction
join hands when a teacher encourages students rationally
to recognize social conflicts to which they have been
,,17insensitive."
Shirley Engle in "Decision Making: The Heart of Social
Studies Instruction," [1960) and Hunt and Metcalf in Teach-
ing High School Social Studies (1965) made the case for what
social studies ought to be. Since that time we have tinkered
with the curriculum but no major change in the direction of
instruction has occurred. Metcalf in Developing and
Applying Human Values" (1976) and Engle and Longstreet in
"Education for a Changing Society" (1978) now take a more
radical approach and suggest a more urgent need to act.
The reason for this is the fast pace of technology
develop-
ment and knowledge increase which require that we
redefine
not only social studies instruction but the
purpose of
the school.
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Only if we are willing to take the initiative and
change the structure of the school as well as the curri-
culum will a multi-disciplinary approach achieve the goals
of citizenship education. The urgency to act is derived
from the need to reconstruct the school as an institution
to fit the needs of a world that is rapidly changing.
Psychology has an important role to play in both the pro-
cess of changing the institution and shaping what the
school as an institution ought to be. We cannot hope to
produce mature, competent, educated citizens without the
help of psychol ogy.
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APPENDIX
REVIEW OF HIGH SCHOOL PSYCHOLOGY TEXTBOOKS
The dissertation is not specifically a review of high
school psychology textbooks, but one objective of the
study was to gather into a single document all of the
material pertinent to high school psychology. The follow-
ing brief reviews of high school psychology textbooks will
give some indication of the layout of the text as well as
the kind of approach the author takes. It will also con-
firm that the textbooks are in conformity with the litera-
ture so far as topics covered and special subject empha-
sis are concerned.
Psychology : The Science of Behavior , Albert A. Bianca, A 1 1 y
n
and Bacon, 1968
.
Of all the texts examined, this one is, by design, most
oriented to psychology as a science. The chapters are
arranged in what the author considers to be a logical se-
quence moving from the simpler concepts to the more complex.
Emphasis is placed on the development of scientific laws
and on a behaviorist orientation to psychology. The
text
is 584 pages in length and is divided into twenty
chapters
with a glossary and index.
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Psychology of Modern Life
,
James 0. Whittaker, Human Science
Press
,
1976.
This text is written from a personal problems point
of view. Although it takes a mental health approach it
emphasizes a scientific rather than a humanistic outlook
and assumes that high school students want to know more
about their own behavior. The text is divided into eight
units of two chapters each. It is 436 pages in length and
includes an index and glossary.
Psychology for Living, Garlie A. Forehand et al. , McGraw
Hill, 1977.
The emphasis of this text is on the work of the psy-
chologist and on the current understanding of the facts and
principles of human behavior. The thrust of the text is to
help the student to apply the understanding of human be-
havior to himself and others and it gives good coverage
to the major schools of thought in psychology. The text
is divided into four units consisting of
twenty-one chapters
It is 446 pages in length and includes an
index, technical
terms are defined in the margin as they are
introduced.
ri.in p Psychology Research in A
cjion, James 0. Lugo and
Gerald L. Ilershey, Macmillan, 1976.
The thirteen objectives listed in the preface
text indicate that it is designed to
help students to
understand psychology as a sc ience and
to distinguish
between those areas to which psychology
can contribute m
133
the solution of social problems and those areas to which
it cannot. The first three units consisting of twelve
chapters emphasize self-understanding. The last unit of
one chapter looks to areas of future research and applica-
tion. There are also appendices for special interest
topics. The text is 640 pages in length and includes a
glossary as well as an author and subject index.
Psychology: Understanding Yourself , John H. Brennecke and
Robert G. Amick, Benziger, Bruce § Glencoe, 1975.
The emphasis in this text is on the application of
knowledge rather than on theory. It is humanistic in
orientation and focuses on the insights that psychology
can contribute to our everyday experience. The authors
have avoided the use of technical terms as much as possible
and where they are used, they are defined in the margin at
the point where they are introduced in the text. There
are twelve chapters in this text of 337 pages. The
text
includes provocative quotes in the margin from various
fields of literature, philosophy and psychology.
Psychology: Understanding Ourselves and Others,
Norman
Tallent and Charlo tte. I. Spungin, American b^
olc Co., 19/7.
This text was written for use by social
studies
teachers and takes an eclectic approach to
the various
schools of thought within the discipline.
The text takes
a mental health orientation with a strong
emphasis on
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personality theory. Of the eighteen chapters in the text,
ten deal directly with some aspect of personality. Two
each cover learning, intelligence and alcohol and drugs.
There is an introductory chapter as well as a single chapter
on psychological te ts. The text is 518 pages including
an index and glossary.
Psychology For You
,
Sol Gordon, Oxford, 1978.
The approach of this text is on interpersonal rela-
tions and on applied knowledge rather than on scientific
experimentation. Its treatment of topics such as male and
female liberation and sexual attitudes is an attempt at
consciousness raising. It covers topics that are of
current interest to students. The text is 512 pages in
length and is divided into seven untis with one introduc-
tory chapter. Each unit is two to five chapters in
length
and there is an index- but no glossary. Technical
terms
are defined in the body of the text as they are
introduced
Psychology : Its Pr inciples and Applications, T.l.
Engle and
Louis Snel lgrove , Harcourt, Brace, jovanovich, 1-' •
The sixth edition of this book continues
a pattern
started by Engle in 1945 of appealing to
both the scienti-
fic and applied areas of psychology.
The text contains
unit dealing with patterns of behavior
which is scientific
in approach but it also contains a
unit on social psychology
which is more applied in approach.
The text is 535 pages
in length and is divided into seven units of. nineteen
chapters. It includes a glossary and index.
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Human Psychology
Learn ing: One Way We Change
,
Albert Kingston and William
White
Development: Becoming Who We Are , Deanna Kuhn
Social Interaction: Shap ing Each Other's Lives , Michele
Toomey, Harcourt, Brace, Jovanovich, 1975
Huma n Psychology may be purchased as a single text or
as three separate books. It covers the three areas indicated
in the separate titles. None of the books gives an intro-
duction to the field of psychology as a whole, but each
would make a good supplement to a unit on any of the three
topics
.
Social Interactioncovers more topics of interest to
social studies teachers than the other units. It deals
with subjects such as persuasion, social class, prejudice,
male and female roles, and social acceptance of
behavior.
The variety of topics makes each chapter a
good foundation
for a unit on the subject. It is 176 pages and is
divided
into seven chapters including an index.
Technical terms
are explained in the body of the text as
they are intro-
duced .
Learning contains the same content as
several other
texts with units on learning. It is
179 pages and includes
an index. There are seven chapters
and technical tcims are
explained in the body of the text as
they are introduced.
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Development has a more comprehensive treatment of
developmental psychology than other texts with chapters on
the same subject. The subject of child development is dealt
with in particular depth. It is 176 pages and is divided
into seven chapters. There is an index and technical terms
are explained in the body of the text as they are introduced.
The Psychology Primer , ed. Linda Wood, Benziger, 1975.
The Psychology Primer is not intended for use as a
standard text. The objectives of the authors are to help
teachers enjoy greater flexibility and to be creative by
introducing information which is otherwise found only in
comprehensive textbooks. This book covers a variety of
topics in nine units of twenty-eight chapters. It is 243
pages in length and includes an index. Terms are defined
in the text and in the margin as they are introduced.
Understanding Psychology , ed. Alastair McLeod et al., CRM
Books, 1974.
The emphasis of this text is scientific and
biological
and it covers more material in greater depth on
biological
and experimental aspects of behavior. It is
more compre-
hensive than most high school texts and some
students might
find it difficult. It introduces the
student to terms and
concepts of psychology and deals with
topics that are sig-
nificant in psychological research. The
text has sixteen
divided into six units. It is 435
pages in length
chapters
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and includes a bibliography, glossary and index.

